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ABSTRACT
PROFILES OF PRACTICE:

THE REFLECTIONS OF WHITE

STUDENT AFFAIRS PRACTITIONERS ENGAGED IN THE
PRACTICE OF RACE AWARENESS EDUCATION
MAY 1996
DONNA M.

BOURASSA,
M.Ed.,

Ed. D. ,

B.S.,

FRAMINGHAM STATE COLLEGE

TRENTON STATE COLLEGE

UNIVERSITY OF MASSACHUSETTS AMHERST

Directed by:

Professor Bailey W.

Jackson

This qualitative study investigated how White student
affairs practitioners described and reflected on the
practice of race awareness education.
collection included semi-structured,

The methods of data
in-depth interviews and

some field observations with ten White student affairs
practitioners from diverse university and college settings
throughout the United States.
The principal focus of this study was to acquire
knowledge as to:
practice;

2)

1)

what informs practitioners about their

why they make the decisions they do regarding

their approach to race awareness education?
their practice changed over time.

and 3)

how has

Practitioners were also

asked to reflect on what it meant to be doing this work as a
student affairs practitioner.
The findings suggested emergent themes related to the
relationship between the practitioner,
their reflection.

the practice,

and

Themes regarding the practioners'

background centered on their intrinsic motivation?
0

•

Vll

reliance

on experiential

learning;

and the importance of tracking

their own White identity development.
about the practice,

themes emerged regarding the range of

interventions utilized in the field;
related to impacting students'
affective,

and behavioral

teaching tool;

In their narratives

pedagogical

issues

learning at the cognitive,

levels;the use of self as a

and viewing practice as an art form.

In their reflections,

practitioners spoke of the

challenges inherent in evaluation;

their desired changes;

minor shifts that occurred with their practice;
for processes to insure reflective thought.

and the need

The study

concludes with a discussion of the implications for further
research.
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CHAPTER I
INTRODUCTION

Overview

Various authors have documented the racial disharmony
that continues to proliferate on predominantly White
campuses across the United States
1989?

Sidel,

racism"

1994).

(Ashley,

1990;

Magner,

Some authors describe it as a "new

in so far as it is increasingly returning to more

overt forms while at the same time maintaining the more
subtle,
1987?

psychological forms as well

Farrell,

Jones'

(1993)

1988).

(Louis,

1986;

Many concur with Bowser,

White,

Auletta and

belief that educators must lead the way in

creating more authentic interracial dialogue on campuses and
"the key is
race"

(p.

in challenging the definition and meaning of

20).

In examining why mounting racial tensions exist,
researchers have identified a number of factors contributing
to the increasingly uncomfortable racial atmosphere on
campuses throughout the United States.
external factors such as social,

Some contend that

political and economic

conditions are a part of the explanation for why racism
permeates every major institution in American society
(Altbach & Lomotey,

1991).

Others contend that White

1

students'

lack of understanding,

root of the explanation

(Dalton,

In support of the latter,

care and respect are at the
1991).

studies of White students'

attitudes during the last twenty years have documented that
negative attitudes and stereotypes of students of color do
not appear to have changed

(Balenger,

1992?

1984?

Minatoya & Sedlacek,

Hoffman & Sedlacek,

White & Sedlacek,

In identifying trends in racial attitudes,

1987).

these studies

show that as White students enter a racially diverse
university setting,

they hold a myriad of feelings and

beliefs such as assumed superiority,
resentment,
Magner,

uncertainty,

fear,

and confusion

discomfort,

(Dalton,

1991?

1989).

It is we11-documented that institutions of higher
learning are attempting to change the racial climate on
their campuses by a multitude of approaches which could
include altering policies,
hiring practices,
1990).

curricula,

teaching methods,

and the distribution of resources

(Ashley,

As institutions begin to devise their strategies,

the question for many is "Where to start?”
In response to this question,

several researchers

maintain that the focus for initial interventions should be
on empowering individuals to eliminate prejudice and
discrimination from their social
1991?

Parker,

Parker et al.

Archer & Scott,
(1992)

interactions.

1992)

(Johnson,

In their introduction,

describe why they are proponents of

using a personal growth approach:

2

Although some progress has been made since the
1960s, the authors feel strongly that serious
problems still exist and that these problems of
insensitivity, misconception, misunderstanding and
sometimes hate must be addressed.
Our primary
goal is to develop culturally sensitive persons.
Individuals (faculty, students and staff) who are
culturally sensitive themselves can be a
significant positive force on their campuses.
Our
approach is a very personal one, with the
individual as the target of training and change.
We believe strongly in the individual's role as an
agent for change within the institution.
Although
we emphasize individual change, we realize that
very serious systemic and institutional problems
do exist, (p.5)
Students' insensitivities, misconceptions and
misunderstandings underscore the importance of campuses
providing intentionally designed educational interventions
which allow further exploration of their racial attitudes
and behaviors.

Jenifer (1988)

states that an essential

component of any multi-faceted, comprehensive plan designed
to systematically address racism at all levels must be race
awareness education.
Cheatham,

Furthermore,

1991? Willie,

campus community,

1981)

faculty,

authors

(Ashley,

1990?

agree that all segments of the

staff,

administrators and

students, must be brought together to examine racism and the
respective cultures which produce racism.
In reviewing the literature on race awareness
education, emphasis is often placed on the role of the
faculty in transforming racial barriers for students.
Researchers tend to focus on the innovative approaches being
infused through formal curriculum reform (Smith,

1989).

These academic approaches usually consist of efforts aimed
at pluralizing the general education program or

3

supplementing curriculum content with optional ethnic
studies courses.
This emphasis is reinforced by research which
identifies faculty and peers as the major agents of
socialization and as the most important people in students'
development (Astin,

1993? Pascarella & Terenzini,

1991).

However, this focus on faculty might reinforce the notion
that we should look solely to the academy as the group
responsible for shouldering the burden of finding solutions
as to how to provide race awareness education.
In contrast. Love (1995) claims that influences
related to the out-of-class experiences of students need to
be considered.

He states:

There is a distinct possibility, however, that
despite the significant amount of data,
researchers have failed to consider the possible
direct influence (in addition to the already
recognized indirect influence) of student affairs
and other nonfaculty professionals (e.g. academic
affairs administrators, learning center staff) on
students....
As a result of overlooking these
issues, universities may be overlooking
opportunities to enhance students' experiences and
may be underestimating the impact of student
affairs professionals on students' experiences
(p.162).
Love (1995) provides evidence of the direct influence
student affairs professionals have by citing Levine's recent
survey on campus diversity.

Levine (1993, quoted by Love,

1995) states:
No group on campus is doing more to turn the
rhetoric of diversity into reality.
They have
hired staffs that include larger numbers of
underrepresented populations than the rest of
their campuses, developed staff training programs
on diversity issues, established new residence
options, added counseling services targeted at
4

underrepresented groups, and created an array of
cultural activities for the entire campus
community.
If student affairs had not filled the
void, there is no evidence that any other group on
campus would have (p. 337).
Analogous to Love's conceptual arguments for looking
beyond faculty,

Milem's

(1991)

findings indicate that while

the classroom environments created by faculty had relative
importance in shaping the attitudes of students about race,
more profound effects were facilitated by interactions with
other students and positive co-curricular activities such as
participation in racial/cultural awareness workshops,
socializing with someone of a different racial/ethnic group,
and discussion of social/political
To this end,

issues.

the body of literature on race awareness

education has begun to acknowledge the role student affairs
professionals have in accommodating the need for increased
awareness of the realities of racism and cultural
provincialism

(Ebbers & Henry;

Duggar,

Manning & Coleman-Boatwright,

1991;

Sedlacek,

1991).

1990?

Jones,

Terrell,
1991?

&

Roper &

In examining the question of who should

have responsibility for providing diversity education Jones,
et al.(1991)

state:

The unit on campus, however, that has immediate
responsibility for the quality and content of
student life is student affairs.
For significant
change to take place, therefore, student affairs
directors and particularly chief student personnel
officers must seize the initiative in sensitizing
the campus to cultural diversity.
Their primary
roles are facilitation and advocacy (p. 123).
In summarizing,

Jones et al.

(1991)

concluded:

How the academy responds may be directly related
to the readiness of its first line administrators

5

to recognize the legitimacy of diverse mores and
language styles, to respect other traditions, and
to be sensitive to the needs, timelines, and
aspirations of a population that is not deficient,
just different (p. 127).

In summary,

research which defines and appraises

efforts to advance students'

understanding of racial

issues

needs to be expanded to include efforts occurring outside
the formal classroom.

In particular,

a closer analysis of

the efforts of student affairs practitioners engaged in race
awareness education is pivotal in order to comprehend the
impact out-of-class experiences have on reshaping students'
racial attitudes and behaviors.

Statement of the Problem

Currently,

one of the most persistent images of student

affairs practitioners is that of an educator who should be
intentionally designing programs to address issues of
cultural pluralism on campuses

(Cheatham,

reality of this image is found in Carter's

1991).

The

(1990)

acknowledgement that student affairs practitioners are often
the first line of staff called upon to intervene or address
racial

issues on campus.
The idea of intentionality was introduced into the

professional

language of student affairs in the 1970's.

Miller and Prince

(1976)

argued that "the intentional

student development approach seeks to meet the needs of all
students,

to plan change rather than react to it,

6

and to

engage the full academic community in this collaborative
effort”

(p.

21).

Some researchers demonstrated that student affairs
practitioners are among the campus leaders working to
provide educational programs on racism which furnish
information,

explore attitudes and influence behaviors

(Roper & Sedlacek,
initiatives,

1991).

At the forefront of their

student affairs divisions primarily employ

awareness training programs which take advantage of
individual awareness models in an effort to increase respect
for and encourage the valuing of racial differences
& Coleman-Boatwright,
Nonetheless,

(Manning

1991).

some researchers question the level of

participation and readiness exhibited by student affairs
practitioners to provide leadership in this area.
example,

Huges

(1987)

For

levies the viewpoint that "perhaps the

greatest oversight of student development educators lies in
their seeming unwillingness or inability to design
intervention strategies to promote values of diversity among
minority and majority populations"
Thus,

Huges

(1987)

(p.

544).

asserts the need for additional

research which probes how student affairs practitioners can
provide programs of education and remediation in order for
negative environmental stimuli such as prejudice,

ignorance,

and overt and covert racism to be alleviated amongst White
students.

Similarly,

McKwen and Roper

(1994)

intimate that

little research attention has been directed at those
individuals who are charged with the responsibility for

7

designing,

implementing and evaluating programs sensitive to

race or that teach others about race.
This study will

isolate the work of White student

affairs practitioners who are actively engaged in the
practice of educating students about issues of race and
racism.

Shang and Moore

(1990)

suggest that the existing

student affairs literature on the development of educational
interventions aimed at increasing students'

awareness on

issues of race and racism should seek to document and define
the models being used by student affairs practitioners
engaged in this practice.
exploration,

Therefore,

as part of this

the perspectives of student affairs

practitioners will be gathered,

analyzed and studied.

Purpose of the Study

The purpose of this qualitative study is to explore how
White student affairs practitioners,
race awareness educators,

in their capacity of

describe their practice.

Their

practice is often referred to as race awareness training or
human relations training

(Carter,

1990).

This form of

education has become increasingly popular over the past few
years as a means of addressing racism
Through this descriptive study,
delve into the following questions:

(Galliers,

1987).

the researcher hopes to
What informs student

affairs practitioners about the way they approach race
awareness education?

How is the knowledge that they have

8

acquired like and unlike the information presented in
textbooks,

research papers and scholarly journals?

How

do student affairs practitioners define, analyze and
evaluate their practice?
Many researchers (Dewey,

1933? Freire,

1970; Schon,

1983) have suggested that in order to understand
professional practice, practitioners must engage in a
process of reflection.

This descriptive study will employ

this approach by describing and analyzing the reflections
White student affairs practitioners have about race
awareness education as a part of their practice.

The

concept of reflective thinking will be described more fully
in a later section.

The primary questions guiding this

study of White student affairs practitioners are the
following:
1.

What theories or intuitive causal models guide
their practice of race awareness education?

2.

As race awareness educators, how do they draw upon
their knowledge when making decisions, solving
problems or handling novel situations (i.e. listen
to others, rely on their own intuition, etc.)?

3.

How do they attend to the developmental readiness
of traditional-age undergraduate students in
addressing issues of racism?

4.

What assumptions about race and racism guide their
practice of race awareness education?

5.

What assumptions about White, traditional-age
college students guide their practice as a race
awareness educator?

6.

What views do they hold regarding homogeneous and
heterogeneous group experiences as tools for
learning?

7.

In what ways have they developed a professional
network?

9

.

8

How has their practice as anti-racism educators
affected their own racial attitudes and behaviors?
In turn, how have their personal changes
affected their teaching practices?

9.

How has their practice as race awareness educators
changed over time?
What are the implications for
future efforts?

Through these questions the researcher will attempt to
document the knowledge White student affairs practitioners
have gained about the practice of providing educational
interventions on issues of racism.

In addition, the

researcher hopes to gain insight into the practitioners'
developmental processes as they have matured in their
practice as race awareness educators.
Before further describing this study, the researcher
will discuss the philosophical underpinnings which lead to
the decision to focus on White student affairs
practitioners.

A central determinant is based on the

assumption that Whites have a primary responsibility to
teach other Whites about issues of race, racism and White
identity (Katz,

1978).

In support of this position, Brown

(1982) contends that Whites assuming responsibility for
learning about racism from other Whites is one of the
essential conditions necessary in order for racial learning
to occur.

The issue of Whites' responsibility for educating

their own community is connected to the issue of Whites
being able to demonstrate a true respect for people of
color.

Whites need to recognize and honor the fact that

people of color have a different struggle regarding racism

10

and should not be expected to shoulder the burden of
educating Whites.
There are varied reactions to this underlying
assumption about Whites teaching other Whites about race
issues and racism.

Some scholars believe that Whites aren't

able to successfully produce change in other Whites.
range of opposing views is captured by Alderfer

The

(1982)

in

his reporting of reactions he received from White
participants at a conference where he suggested that the
attitudes and behaviors of White managers could be changed
by Whites learning from other Whites:
One argued that it was not possible to bring about
significant change without the presence of Black
people.
Another person asserted that he had a
significant insight into "my own racism" through
feedback from another White person.
A third
person argued that working with Whites alone could
affect only moderate change at best because
significant change required altered behavior by
Whites that was perceived as such by Blacks (p.
152).
While there is not universal agreement on all of the
specific complexities surrounding these issues,

this

researcher contends that Whites must assume primary
responsibility to teach themselves and other Whites about
racism.

Yet,

all of one's learning should not come from a

single modality.
issues of social

In reality,

individuals learn best about

justice when they participate in or are

exposed to a full complement of experiences that are
contextual and experiential

(Brown,

1982).

A second determinant for choosing to focus on White
student affairs practitioners is based on the need for more

11

Whites to assume leadership in this area (Huges,
1989).

1987; Katz,

To date. Whites have only minimally met their

responsibility to be in a teaching role for a variety of
reasons such as absence of stated performance expectations,
lack of role models,

and lack of knowledge about the

practice from other Whites.

In addition. Whites are

unfamiliar with the benefits derived from White privilege
(McIntosh,

1988).

The researcher hopes that the results of

this study will inform,

empower, and inspire White student

affairs practitioners to take action.

Design of the .Study

In this study, the different perspectives held by
student affairs practitioners on the practice of educating
traditional-age college students about issues of racism will
be examined.

Most of this study will be based on interviews

with ten White student affairs practitioners working in
fairly representative positions found in most university
settings.
The researcher hopes to capture the voices of everyday
heroes and heroines who work guietly, often unnoticed, to
bring about social change in individuals. These
practitioners may not be perceived as having expert status
or name recognition?

instead they are likely to be perceived

as "ordinary" practitioners.

Yet, these practitioners who

work on the front lines have much to teach the student

12

affairs profession about the challenges and triumphs of
every day practice (Hayes,

1985).

The process of extracting the knowledge held by
practitioners should not be taken for granted.

Schon (1983)

states:
Often we cannot say what it is that we know.
When
we try to describe it we find ourselves at a loss,
or we produce descriptions that are obviously
inappropriate.
Our knowing is ordinarily tacit,
implicit in our patterns of action and in our feel
for the stuff with which we are dealing.
It seems
right to say that our knowing is in our action.
(p. 49)
One method of assisting practitioners with the means of
making their knowledge more explicit is to involve them in
the act or process of reflective practice.

The process of

thinking deeply and seriously about what we do, reflection,
is seemingly a straightforward proposition.

In the field of

education, thinking about how things come to be known as
well as the value of the things that are known can be traced
to the early writings of John Dewey (1933).
In defining the process of reflective thinking, the
definition includes all aspects involved in the teaching
process such as educators' interactive thoughts during
instruction, the implicit beliefs educators have about
students and the curriculum,

and the internalized routines

educators develop to guide their decisions in predictable
situations of educational practice.

Schon (1983,

1987)

maintains that educators possess an “epistemology of
practice” that arises from the actual experience of being a
practitioner, particularly in novel educational situations.

13

This study is based on the conceptual framework of
reflective pedagogical thinking in so far as the interviews
focus on having the ten student affairs practitioners "be
reflective" — to tease out the beliefs,

assumptions,

principles enacted through their actions and decisions.

In

addition, the researcher will observe some of the same
practitioners engaged in actual practice and then conduct
follow -up interviews to learn specifically "why they did
what they did."

Significance of the Study

Qualitative research is about process, meaning and
discovery (Patton,

1990).

The nature of the inquiry is an

interactive process between the researcher and the
participants,

and is primarily descriptive as it relies on

people's own words as the primary data.

The purpose of

qualitative research is to make a contribution to knowledge
and theory, to provide useful and meaningful insights
relevant to policy arenas, and to be useful to practitioners
(Marshall & Rossman,

1989).

This research study offers

potential to contribute significantly in each of these
areas.
Much has been written in response to the recent
increase in racial incidents on predominantly White college
campuses.

This literature has focused primarily on

documenting the incidents, offering administrative
strategies for responding to them,
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and critiquing

institutional support programs and services for minority
students

(Dalton,

1991).

Relatively little attention has

been focused on describing and analyzing the educational
interventions aimed at changing racial attitudes and
behaviors among White students.
Of the literature available on the topic of race
awareness education, most describes theoretical frameworks
for "how to" design such programs. Yet,

Shang and Moore

(1990) contend that very few of these frameworks take into
account the unique developmental issues faced by today's
college students.

In concurrence, Bennett (1986) asserts

that theoretical frameworks fall short of providing theorypractice-theory models which integrate student development
principles.

Shang and Moore (1990) hold the belief that

while most student affairs practitioners are familiar with
this model as a way of applying theory to practice in order
to affirm current theory or generate new theory, this model
needs to be utilized by student affairs practitioners in
describing the practice of race awareness education.
By seeking to understand this practice, this study can
contribute to the amelioration of racist attitudes and
behaviors within college student populations.

This research

represents an effort to learn from the "field experiences"
of a select group of practitioners who are committed to
providing awareness opportunities for students on issues of
racism over a significant length of time.

The information

gleaned from this study potentially represents several
contributions:
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- First, the body of knowledge regarding the practice
of race awareness education as it pertains to educating
college students will be expanded by including the
perspectives of student affairs practitioners.

- This study may generate descriptions of the
content, structure and processes involved in the
practice of race awareness education within a
student affair's milieu.

This information may be

especially useful to other student affairs
practitioners. White practitioners in particular,
who are either currently engaged in the practice
themselves or seeking to familiarize themselves as
preparation to begin the practice.

- Current practitioners will benefit from
comparing and contrasting their reflections with
the reflections of other practitioners to see
where there are similarities and differences
regarding issues such as ideologies,
methodologies,

and changes in the style or intent

of the practice.

- Some White student affairs practitioners may
become engaged in the practice of anti-racism
education if they are exposed to the "voices and
teachings" of those currently engaged in the
practice.

Insights into what educators do,
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i.e.

what defines their practice, will aid in
understanding how their skills and knowledge can
be enhanced.

Therefore, the data generated will

have implications for how we might train future
practitioners.

- The act of reflecting on their work may provide
participants with an opportunity to develop new
insights about why they do what they do as well as
possible new revelations as to how to do it.

- As a White student affairs practitioner who
serves in the role of race awareness educator, the
researcher hopes to deepen her own understandings
of race awareness education by engaging in
reflective thinking throughout the process of
conducting this study.

Limitations of the Study

One of the most important aspects of designing a study
is recognizing its limitations (Lincoln & Guba,

1985).

In

conducting gualitative research, questions regarding the
generalizability of the data often inform the researcher as
to possible limitations (Marshall & Rossman,

1989).

study, the following limitations should be noted:
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In this

1. The size of the sample is limited to a group of ten
White student affairs practitioners.

Therefore, the

results cannot be generalized to all White student
affairs practitioners? even though it is possible that
all White student affairs practitioners might share
some common foundational principles about the practice
of race awareness education.

2.

The study's population is limited to White student

affairs practitioners.

The perspectives and

experiences they have are in response to their racial
identity - their own Whiteness.

Therefore, the results

will be most applicable for White practitioners in
terms of direct application.

The results should be

applied cautiously to people of color within the
profession? indirect application could include an
opportunity for colleagues of color to learn about the
perceptions held by some White colleagues.

3. The setting, education which takes place outside the
classroom, suggests that the results may be limited to
this functional area.

The results will be most

dependable in terms of informing student affairs
practitioners.

Next, other members of the university

community such as faculty may cull some implications
for their own practice from the data.

It is less

likely that the results will have usefulness for the
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general field of race awareness education which
includes working with groups such as community
organizers, corporation and business executives, and
church leaders.

Application is primarily focused on

the practice of providing race awareness for a
specialized population, traditional-age college
students.

4.

The scope of this study is limited to efforts aimed

at change at the individual level even though these
efforts are often closely tied to changes at the
institutional and cultural levels.

Application of

these results will be most transferable to individual
change efforts but may have some relationship to
institutional and cultural change efforts.

Operating Definitions

Whites have demonstrated a variety of attitudinal and
behavioral responses to issues of race ranging from racist
practices on one end of the continuum to those on the other
end labelled by Terry (1972), in For Whites Only as "new
white consciousness".
use of the terms

Therefore, the researcher's intended

racism, anti-racism. White cgnscicnsness

race awareness education, and student affairs practitioner
is provided below.
Racism:

Racism is a word that is used in many

confusing and contradictory ways? some say it is one of the
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most emotionally-laden words in our vocabulary.

Racism is a

complex and multi-dimensional concept encompassing
individual attitudes and behaviors, group activities,

and

institutional and cultural practices that treat human beings
unjustly because of the color of their skin (Terry,
Stated succinctly,

1972).

racism is a system of advantage based on

skin color.
Numerous working definitions in the literature draw
attention to the complexity of the concept.

For example,

Jones (1972) conceptualized racism as occurring on three
levels:

individual,

institutional,

and cultural.

He

illustrated these levels of racism in the following
definition:
Racism results from the transformation of race
prejudice and/or ethnocentrism through the
exercise of power against a racial group defined
as inferior, by individuals and institutions with
the intentional or unintentional support of the
entire culture (p. 172).
From this definition, the notion of racism as prejudice
plus power can be extracted.

Given that in this country

Whites are the racial group with all the power, the term
racism refers to White racism (Barndt,
Anti-Racism:

1991).

In its broadest definition, this term

refers to attitudes and behaviors that oppose the oppression
of Black, Hispanic, Asian and Asian-American, and Native
American groups in the United States (Jones,

1972).

Anti¬

racists are willing to interrupt racist behaviors and
practices that are demonstrated at individual,
and cultural levels.

institutional

Anti-racist activities are aimed at
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restoring racial

justice by actively working to eliminate

the prejudices and behaviors that perpetuate the current
system of inequity regarding power distribution based on
race.
New White consciousness:
White activist,
a

Terry

(1970),

a well known

proposed that Whites should be striving for

"new White consciousness" as an alternative to racism.

He

speaks of White men and women developing "an awareness of
our whiteness and its role in race problems"

(p.

17).

In building his case for why a new White consciousness
is essential,

Terry provides further description of the

concept:
New white consciousness is a bridge concept. The
new in the label points to fresh possibilities.
We are not totally limited by our past.
White is
a constant reminder that we are not racially
neutral, and also a reminder that we still
participate in racist institutions and culture.
Consciousness continually reminds us that we need
to reconstruct totally our understanding of who we
are and what we ought to do.
New white
consciousness, then, is a way for us to understand
ourselves simultaneously as white racists and as
creators of justice (p. 20).
The operating definitions stated above serve to guide
our understanding of what racism is and how it operates.
addition,

In

by defining anti-racism and "new White

consciousness" Whites are equipped with definitions of what
is needed in order to combat racism.
Race awareness education:
study,

For the purpose of this

race awareness education will be the umbrella term

used to refer to any intervention designed to heighten
individual's consciousness level
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in terms of understanding

racism.

Anti-racism education includes such activities as:

training and/or awareness workshops,

film series with

discussion,

White-on-White

seminars,

identity support groups,

and simulation experiences.

when discussion of practice occurs,

In this proposal,

the practice being

referred to is the practice of race awareness education.
Student Affairs Practitioner:

Student affairs

practitioners are professionals whose work focuses on
providing a range of services intended to promote the growth
and development of the whole student.

Student affairs

practitioners are often referred to as student development
specialists.

In practice,

student affairs practitioners are

responsible for the students'
classroom.

Thus,

experience outside of the

the student affairs profession is

comprised of areas such as residence life,
activities,

greek affairs,

judicial affairs,

career services,

admissions,

year student orientation,
In this study,

student
financial aid,

athletics/recreation,

first

and the dean of students office.

student affairs practitioners are

professional as distinguished from nonprofessional or
amateur based on the criteria established by Strange and
King

(1990).

profession:

Their criteria indicate that members of this
operate with a theory-based practice,

research and evaluation to guide their practice,
a set of common values.
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use
and possess

CHAPTER II
REVIEW OF THE LITERATURE

Introduction

With this literature review, the researcher will
provide the reader with an overview of two bodies of
relevant literature which informed this study.

First,

a

review of the past and present efforts to provide race
awareness education for student populations within the
campus environment will be presented.

This review will

include: an assessment of the current racial climate on
college campuses; a historical overview and critique of the
race awareness efforts undertaken on college campuses,
particularly those initiated by student affairs
professionals? and a synopsis of the theoretical foundations
which guide the practice of race awareness education.
Second,

a discussion of the literature on reflective

pedagogical thinking will be offered.

The usefulness of

reflective pedagogical thinking as a method for deepening
the practitioners'

level of understanding of their practice

will be presented.

In reviewing these two bodies of

literature, the researcher hopes to identify some of the
critical issues facing student affairs practitioners engaged
in the practice of race awareness education for traditionalage undergraduate students.
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Current Racial Climate on Campuses

The resurgence of racism on United States' campuses
since the mid-1980's is well-documented in the literature
(Farrell,

1988? Magner,

1989; Turner,

1987).

These authors

suggest a number of factors have contributed to the dramatic
decline of racial harmony on campuses across the country
which include:
— fundamental changes in the values of White college
students ?
— increased competition and stress amongst college
age populations;
— a lack of sufficient personal experience with and
knowledge about racial diversity?
— changes in the demographic composition of the
campus community; and
— a societal shift away from civil rights and social
justice concerns to issues of individualism and
consumerism.
Efforts to eradicate racism within higher education
appear to have taken one step forward and two steps
backward.

The lack of continued forward progress is

conveyed in the following passage:
If a Rip Van Winkle who retired in 1966 came back
today, resumed his reading of the Chronicle _of
Higher Education, and browsed through ... Change,
he would have to wonder not at the magnitude of
change since 1965 but at the continuity of
problems.... Yet, perhaps the most conspicuous
change a Rip would note is the deteriorated
climate for interracial unity.... The presence of
Blacks in higher education falls woefully short of
where men and women of good will hoped and trusted
it would be by 1987 (Bornholt, 1987, p.6-7).
Lowy (1991) coined the phrase "yuppie racism" as a way
to characterize the decade of the 1980's? citing it as a
24

time when attitudinal and structural trends occurred which
contributed to the resurgence of racism on college campuses.
Yuppies” refers to young. White, upwardly mobile
professionals whose political philosophy represents a shift
away from the protest politics of the 1960's and 1970's in
favor of a conservative, don't-rock-the-boat lifestyle.
This term describes the generational ignorance of college
students regarding the historical struggles of the Civil
Rights Movement and the continuing reality of racism.
Lowy (1991)

also cited the existence of "buppies", a

term referring to many young Black students, who like their
White counterparts, have lost sight of the contemporary
demands for social justice.

Lowy quotes Professor Haywood,

a teacher of Afro-American history at the University of
California- Riverside, who stated:

"Many Black students

don't know how far we (Black people) have come.

They have

no idea that there are battles to be fought and won”(p.450).
Lowy (1991) maintains that the emergence of yuppie
racism has given rise to a group of young people who do not
view racism as a major problem in contemporary society.

He

contends that a large segment of today's young people
believe that racism is a thing of the past and that their
generation is free of racial prejudice.

He lists five

specific issues he believes are relevant for discussing race
relations trends of the late 1980's:
1. In the past two or three years, there has been
a drastic increase in the number of nationally
reported incidents on many college campuses.
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2. Ever since the rise of the Black student
movement in the 1960's, the issue of Black studies
has been controversial.
3. Yuppie racism implies that the older and more
blatant forms of racial prejudice and violence are
less tolerated in today's society.
4. The measurement of racial progress must be
based upon more than an evaluation of individual
perceptions of such things as: (a) the apparent
progress of individuals from a specific ethnic
group? (b) less frequent acceptance of racial
slurs in the media or in public discourse; or (c)
greater visibility of physical integration as a
proof that historical vestiges of racism have been
eliminated.
5. The resurgence of racism in the 1980's is
complex, (pp.451-453)
Lowy's (1991) description of yuppie racism and the
issues associated with this concept affirms the need to
refocus on race relations because presently many college
students are led to believe that racism no longer exists.
When waves of political conservatism take hold in this
country,

it is often necessary to reorganize and revitalize

educational strategies aimed at enlightening White students
about issues of race and racism (Magner,

1989? Smith,

1989).

However, Jones (1987) suggests that prior to planning
future strategies,

institutions of higher learning need to

evaluate their progress to date.

He suggests that an

assessment of past efforts could help answer the question,
"Have minority-White relations matured or regressed,

and in

what direction will they proceed in the years to come?”
(p.81).

In response to Jones' challenge, a historical

overview of the scope and quality of educational
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interventions aimed at fostering positive race relations on
campuses will be presented.

Historical Overview

The study of race on college campuses is rooted in a
historical context beginning in the 1950's.

While some

accounts of this decade depict a period of relative
stability and blandness, other accounts depict a time that
was more vibrant — a period when the civil rights movement
gathered momentum.

(Mayhew,

1970).

Most mainstream White researchers studying issues of
race in the 1950's did not deal with the concept of racism
per se, but with the concept of racial prejudice (Allport,
1954).

Racism was viewed as an individualistic concern

based on the notion that individuals harbor racial
prejudice.

As a result of this individual focus, most

attempts to eradicate racism did not deal with the issues of
power central to institutional racism in American society.
A range of strategies for altering racial attitudes
and behaviors within campus communities began to emerge.
Students, rather than administrators, pressed for change
during this period (Horowitz,

1987).

One example was the

student opposition leveled against the exclusionary clauses
in national and fraternity charters.

Many administrators

were silent and professionally unsupportive of desegregation
within the system for fear of the consequences to alumnae
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endowments.

Horowitz

(1987) pointed out the continued

discrepancies that existed between belief and actions:
Faced with a minority of administrators and the
majority of students opposed to "group rejection"
the national organizations gradually dropped their
discriminatory clauses.
However, discrimination
did not end? it went underground.
Some Gentile
fraternities accepted a black or Jewish token
member, but until the changing climate of the
1960's they largely kept the White Protestant
brotherhood intact [italics mine] (p. 148).
The activities offered by the Highlander Folk School, a
research and education center in rural Tennessee, served as
further indication that educational opportunities to infuse
racial consciousness amongst college students were taking
shape as early as 1954

(Adams,

1975).

At that time,

students at Highlander set up and ran their own human
relations workshops focused on campus leadership for
integration.
Horowitz

(1987) cited several examples of students

turning to cultural and political rebellion in the late
1950's.

These examples included:

Religious groups, such as the YMCA and YWCA,
sustained the tradition of social conscience and
kept open questions of peace, socialism, and
racial tolerance.
Although numbers were small, at
the University of Michigan radicals joined the
Student League for Industrial Democracy (SLID); at
Berkeley they formed SLATE, a student party in
1957 that successfully challenged Greek rivals
.... As the 1960's began, veterans from these
organizations were on the lookout for new
strategies and new recruits on campus (p. 225).
It is noteworthy that the vast majority of these
interventions were initiated by students.

The spectrum of

activities ranged from activism to educational interventions
and included student organizing, student protest, boycotts.
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and freedom rides, and educational workshops.

It is

not surprising that these activities led to a full-fledged
student movement in the decade that followed.
In the 1960's student organizations committed to
fighting racial injustices such as the Student Nonviolent
Coordinating Committee (SNCC) and the Students for a
Democratic Society (SDS) commanded national attention.

The

most notable activities of these groups consisted of sitins,

freedom rides, voter registration drives, and community

organizing projects and demonstrations.

These efforts

culminated with the Mississippi Summer Project in 1964
directed at voter registration and the establishment of more
freedom schools (Lipset & Altbach,

1967).

In addition to a broad range of direct action
activities that students could choose to support, this
decade hosted an array of educational initiatives.
mid-sixties,

By the

encounter group experiences, T-groups, or

courses on interpersonal and group interaction were
available on most campuses.

While encounter groups began in

1947, under the leadership of Lewin and other humanist
psychologists,

as an attempt to deal with the interracial

tensions brought on by the Fair Employment Act, they reached
epidemic portions during this time (Lieberman, Yalom &
Miles,

1973).

Lieberman et al.

(1973) described an extensive study

conducted at Stanford University in 1967 on the impact of
encounter group experiences.

These groups were advertised

as a way for individuals to explore interpersonal issues
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focused on race.

It was expected that the groups would be

varied to include several all White, all Black, and racially
mixed groups.
Black,

However,

only 14 of the registrants were

so that, of the eighteen groups formed,

four were

racially mixed and the rest were all White.
Leiberman et al.

(1973) explained the limited

participation of Black students as a response to the social
climate on campuses during this time:
The failure to involve Black students in the
encounter groups is far less surprising now as we
glance at the events of 1968-1969 than it was to
the investigators at that time.
Black students'
and their elders' dissatisfaction with integration
as a remedy for race-determined inequities was
manifested coast to coast in increasing adherence
to organizations favoring militance and
separatism.
Less then a year before, massive
unrest amongst Black Americans had been sufficient
to cause a Presidential study commission to cite
racism as American's number one social problem (p.
379).
In summarizing the importance of evaluating this study
within a broader social context, the researchers stated:
It is within this context of black disillusion
with conventional democratic forms and increasing
adherence to an ideology of militance and
separatism, coupled with radical challenges to old
values among Whites, that the data presented must
be evaluated.
The unavailability of a sufficient
sample of Black students meant that attitude
change could be assessed only for the White
participants? the unprecedented interracial
climate at the time of this study meant that many
assumptions underlying earlier research on race
attitudes, such as those associating separatist
values with prejudice, had to be laid aside for
conceptions more appropriate to a changing
ideology (p.382).
The emergence of encounter groups and other similar
types of educational interventions shaped the way in which
higher education institutions attempted to address the
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racial attitudes and values of their students.

A critique

of the results of such programs will be presented in the
section of this chapter describing theoretical frameworks.
The interventions adopted during the 1960's suggested
that issues such as eliminating blatant forms of racial
segregation;

ensuring equal access to education through

affirmative action legislation;

and assisting people of

color with assimilating to White culture were of central
importance.

Simultaneously,

consciousness raising

activities and human relations training received prominence
in the educational sphere as a way to heighten the racial
awareness of Whites.
The 1970's is often described as years of racial
quiescence when the racial movements of previous period
seemed to wane

(Omi & Winant,

1986).

However,

it was a

period of time when the feminist and gay rights movements
received national attention.

It was also a time when

American youth were typified as narcissistic,
the age of

"Me-ism"

(Horowitz,

caught up in

1987).

This decade saw a dramatic shift away from a more
traditional curriculum towards a curriculum with increased
emphasis on areas such as labor studies,
studies,

third world and women's studies,

lesbian studies.
Dickerman

(1978)

White ethnic
and gay and

In writing on how to teach human dignity,
discussed the significance of a White

ethnic studies course titled,

"Mostly for Whites:

on Racism."
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A Course

Dickerman

(1978)

noted that this course "was not the

usual offering in ethnic history or history of
discrimination,

but an introductory analysis of Western

racist ideology during the last 500 years:
history of ideas"

(p.51).

A course on the

By focusing on these ideas,

she

hoped White students would be aided in defining their own
unacknowledged racism and accepting their individual
responsibility for its'

perpetuation or reformation.

Similar to Dickerman's ideologies,
essay titled,

Walters'

(1976)

"Why teach White studies?" detailed the

benefits of providing a course focusing on White students'
experience with race.

In offering an explanation of why she

developed such a course,

Walters provided this observation:

I wandered through the social studies bookroom
where my eye was caught by a shelf of we11-used
black history books.
Similarly well-worn Chicano,
Native American, and Asian studies book filled
other shelves.
But nowhere in the bookroom of
this predominantly White school did I see any
materials focusing on the relationship or response
of Whites to racial issues.
Conversations with
White students confirmed my suspicions.
The
ethnic studies classes were primarily concerned
with "other people" and "other cultures."
....
they remained remote from the White students'
lives (p. 60).
Walters went on to suggest that every student's
education should include courses on the history and
experiences of Third World people in America.

In addition,

Walters believed we need to augment these courses by
providing White students with some training on how to relate
these courses to themselves so that they can derive full
benefit from their new exposures.

32

In addition to encounter and T-group experiences,
concept of White-on-White training was introduced
1974?

Edler,

1974).

Katz and Ivey

(1977)

concept of White-on-White training,

i.e.

White people taking
They reported

that programs attacking racism were plentiful;

programs such as t-groups,

(Daniels,

expanded the

responsibility for educating other Whites.

achieved little or no success.

the

yet,

most had

They also intimated that

classroom curricula,

and

interracial encounters were haphazard in accounting for
behavioral change.
By the onset of the 1980's,

issues of race were revived

primarily in the form of a "backlash" to the gains of the
civil rights movements of the past.

The increased economic

competition surrounding this decade fueled the backlash
White student directed at students of color,
perceived as having special privileges.

whom they

The persistence of

racism in the 1980's resulted in high degrees of voluntary
separatism

(Barol,

Camper,

Pigott,

Nadolsky,

& Sarris,

1983).
As the 1990's unfold,

the vast majority students of all

races choose to remain socially distant and mistrustful of
efforts to create interracial contact

(Dalton,

1990).

Higher education has found itself emersed in debates over:
1)

whether or not courses on issues of diversity should be a

required part of any undergraduate education;
of

"political correctness";

and 3)

affirmative action based on race.
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2)

the merits

the need for continued

Student Affairs Initiatives
Beginning most notably in the 1970's,

student affairs

practitioners launching a number of strategies and programs
to promote awareness and sensitivity amongst their students.
As stated earlier,

student affairs personnel have a special

role to play in improving the racial climate on campuses.
While the task should never be their's alone,

it is also

true that the nature of their work and their personal
contact with students makes them particularly valuable
contributors in this effort (Green,

1989).

This section will provide a sampling of student affairs
initiatives which responded to the racial climate of recent
decades.

Most of these comprehensive efforts include

program interventions aimed at three distinct audiences:
White students only,

students of color only, and all of them

together.
In the 1980's,

students created a number of peer-

initiated programs with student affairs staff serving in an
advisory capacity or coaching role.

Examples of programs

initiated by student peers include informal discussion
groups and organized, ongoing groups working to overcome
racial separatism (Dalton,
Heaphy,

1991? Ponterotto, Grieger and

1985).

Administrators were hopeful that these peer initiatives
could serve as a powerful motivator in facilitating change
(Dalton,

1991).

Surprisingly, many of the organizations

during the early to mid-1980's were still defining racism as
a Black/White issue.
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Other proactive, preventive programs unique to
particular campuses included such programs as: the Racism
Improvisational Group at Towson State University, MD? the
Education Program to Increase Race Awareness at the
University of California, Santa Barbara? the Race Awareness
Pilot Project (RAPP) at the University of Cincinnati, Ohio?
and the Nuance/Aware Residential theme community at the
University of Massachusetts-Amherst to cite just a few
examples (Dalton,

1991).

Boyer (1987) has stated that campuses must place
greater emphasis on providing meaningful orientation program
for all students if we are to achieve a spirit of community.
Louis (1986) noted some programs specifically designed to
orient new students to campus such as required diversity
seminars, multicultural dinners and other similar
"welcoming” events.
At the University of Florida, the "Wake Up Everybody
orientation program was initiated to create an inviting
atmosphere for students of color (Parker,
1985).

Scott,

& Chambers,

Students had the opportunity to interact socially

with faculty and staff,

and many served as special friends

throughout the orientation period.
Many colleges and universities have adapted Katz's
(1978) model in designing training interventions.
example,

For

student affairs personnel at the Indiana University

designed a comprehensive "Training for Trainers" program
based on this model.

This program prepared faculty,

staff

and administrators to provide educational workshops and
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programs for a variety of campus groups.

A second example

is found at Pennsylvania State University where workshops
based on Katz's model yielded attitude changes in
approximately 85 percent of the 1,100 participants

(Jones,

1987).
Common to many campuses is the existence of cultural
centers and organizations for students of color.
(1985)

Rooney

has documented the value of these structures?

they

often offer the primary way for students of color to meet
their needs of affiliation,

support and involvement.

The

existence of and support for such programs usually comes
from student affairs professionals,

particularly fiscal and

space resources.
Recent efforts have focused on creating mutual
understanding through multicultural celebrations of
difference

(Manning,

1988).

Typical programs are often

similar to the "Unity Through Diversity Week” conducted at
the Northern Illinois University
byproduct of this focus,

(Henley,

1990).

efforts to extinguish racist

attitudes and behaviors seem to have diminished.
approaches are necessary,

As a

While both

they are also independent.

The 1990's have seen increased evidence of student
affairs professionals assuming academic roles through
developing and teaching courses on racism.
Sedlacek

(1991)

Roper and

offer a detailed description of such a

course being offered by student affairs staff at the
University of Maryland at College Park.
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Their description

includes a discussion of course goals, content and teaching
methods, and course outcomes.
This small sampling begins to familiarize the reader
with the range of interventions that have been initiated or
supported by student affairs personnel committed to
reshaping the racial climate on their respective campuses
and impacting the knowledge and skills of its' students.
Numerous other examples could have been listed to
demonstrate the full magnitude and scope of student affairs
professionals'

initiatives in this area.

These examples

provide a prototype for student affairs professionals
seeking ways to implement race awareness programs that are
developmentally appropriate to their own campuses.

Critique of Past Educational Interventions

Although educational efforts to alter racism over the
last decades have been well-intentioned, they have lacked a
strong theoretical foundation (Gaertner & Dovidio,
Since the early 1950's,

1981).

educators have relied on the work of

Allport (1954) and others who believed that the key to
preventing racist attitudes and behaviors was eliminating
individuals' prejudice; thus, the solution was "getting
people to love one another by promoting principles of
brotherhood"

(Katz,

In addition,

1978).

institutions of higher learning have

historically concentrated on devising victim-focused
interventions which provide "remedies" for students of color
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(Bowser & Hunt,

1981).

The value of these programs cannot

be underestimated? campuses must provide interventions that
support the cultural and academic needs of students of color
(Rooney,

1985).

While support programs for students of

color may soften the effects of racism, they do not address
the causes of racism.
Educators began to recognize that in order to address
racism on college campuses,

interventions aimed solely at

educating majority culture must be developed (Sedlacek &
Brooks,

1976; Katz & Ivey,

White and Sedlacek (1987)

1977; Katz,

1978).

According to

"Successful campus programming to

achieve a multicultural environment requires work with white
students,

faculty, and staff, not just programming involving

minority persons"

(p.180).

With the emergence of efforts aimed more specifically
at educating White students, the initial step was often some
form of consciousness raising.

In the late sixties, the use

of homogeneous groups as a necessary condition for learning
was widely debated.

According to Lieberman, Yalom, and

Miles (1973) White students preferred to learn within mixed
racial groups but Black students felt differently:
Black students, following the pattern then
becoming prevalent on many campuses, began to
demand separate discussion groups, arguing that,
when free of comparison with or subtle
intimidation by whites they could speak more
freely and learn more (p. 379).
In referring back to the Stanford study on encounter
groups (Lieberman et al.,

1973), this study considered seven

dimensions as indicators of race attitudes:
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Black

power/separatism, personal responsibility, mistrust,
liberalism, authoritarianism,

suspiciousness,

and militancy.

The results indicated the average White student rejected the
concept of Black power/separatism but accepted personal
responsibility for improving race relations.

Whites

recognized the possibility of interracial mistrust, but
rejected the idea that they were considered a racist by
Blacks without regard for their behavior.

Average White

respondents expressed commitment to liberal ideals and
egalitarian goals and revealed themselves to be
nonauthoritarian, unsuspicious and in favor of militancy.
However, this results of this study were inconclusive
as to the effectiveness of encounter groups or T-groups to
produce change in racial attitudes.

In part, there remains

some uncertainty about what constitutes desirable attitude
change.

For example, the increased arousal of fear or

mistrust in White students as a consequence of such an
experience may represent an undesired outcome for some.
Yet,

others may view this outcome as more positive by

interpreting the process of students being openly able to
admit and verbalize fears as a useful step even if it only
serves to replace feelings of guilt.
In addition, participation in the encounter group per
se cannot be credited with induction of viable attitude
changes.

Pre-test and post-test results remained constant.

Only one condition, the racial composition of group,
appeared to influence changes in racial attitudes.

Students

in racially mixed groups significantly increased their
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support of the concept of Black power/separatism and reduced
their mistrust or fear of Blacks as compared to students in
all White groups.

These findings advance the contact

hypothesis presented in earlier studies of racial attitudes
(Amir,

1969).

Yet, these results were inconclusive regarding the
contact variable because it could not be determined whether
or not changes were attributed to the contact within the
encounter group or to contacts prior to the encounter group
experience.

In summary, Lieberman,

et al.

(1973) concluded:

On the basis of the evidence at hand, there is no
unique or special role one can attribute to
encounter groups in the area of racial attitudes.
If it is the face-to-face confrontation that
enabled these attitudes to change or induced these
changes, many alternative contexts might be
considered (p. 392).
In practice, the changes that occur from encounter
groups may be analogous to the changes derived from courses
on white ethnic studies described earlier (Dickerman,
Walters,

1976).

1978?

In terms of success, Dickerman (1978) noted

that through readings and dialogue,

areas generally taboo

were validated through students personal accounts:
The first of these was the matter of "reverse
racism," especially crucial to Anglo majors in
ethnic studies.
Many of them had been harboring a
silent sense of outrage at the sweeping
generalizations, the vilification, the play upon
their guilt, to which they had been subjected in
classes in their major, both by minority students
and faculty, and by test materials.
This
experience is especially upsetting to a student
with a commitment to social justice, but lacking
as sociological perspective, (p. 58)
Yet, Dickerman stated the greatest weakness of the
course was her failure to anticipate more fully the need of
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students which she attributed to her own stage development —
progressing out of her own liberal racism.

She suggested

the need for the concepts of liberal racism and liberal
guilt to be untangled:
Many White students felt a profound need to
explore this area with another White who could
recognize and accept the existence of these
confused feelings, and at the same time offer some
promise of a possible resolution (p. 59).
Dickerman acknowledged how difficult it is to assess
long-term impact of courses that attempt to alter behaviors
and attitudes.

In part, this stemmed from the difficulty in

balancing course content and process? especially how much
personalism to factor into the experience.

Dickerman (1978)

recognized the danger in disguising counseling concerns or
deep personal introspection as academic learning.

In

conclusion, she stated the course convinced her that,
"mature Whites must assume responsibility to engage in
honest and accepting dialogue on these matters with white
American youth"

(p.

63).

Teaching a similar course to Dickerman's, Walters
(1976) operated with a pedagogy based on the view of racism
as a White problem.
major sections:

(1)

It's curriculum was divided into six
Introduction: Examining aspects of white

culture with an emphasis on positive aspects?
of the White problem?
effective action?
perpetuate racism?

(2) Definition

(3) Psychological obstacles to

(4) Problems in White institutions that
(5) Different White communities and their

relationships to racism? and (6) Strategies for White
solutions to the White problem.
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In critiquing the effectiveness of such teaching,
Walters noted the importance of instructors assessing the
background and sophistication of their students in order to
avoid alienating some by assuming heterogeneity among white
students in terms of knowledge or experience base.

In the

final analysis, however, Walters believed that effectiveness
could only be judged by the student's willingness to take
responsibility for integrating their learnings.
concluded,

Walters

"whether they act on this alternative or even

accept it can only be their choice”

(p.

62).

Recognition of the need to develop teaching approaches
that complimented cognitive learning with learning at the
affective level began to emerge.

However, educators

remained uncertain about which theoretical framework they
should apply to their approach.

Katz and Ivey (1977)

summarized the limitations of the approaches taken to date:
Moreover, these programs are most often oriented
towards a "missionary mentality” in that they
stress "interpersonal communication" and "what can
be done to 'help' Third World people" while
completely ignoring the fact that the missionary
(i.e. white people) need more help than those whom
they are trying to help (p.485).
In evaluating their approach, Katz and Levy measure
attitude and behavioral changes by comparing pre-test and
post-test scores of the trained group to an untrained group.
White students who had participated in the training program
showed significant, positive attitudinal changes. Results
also indicated that these students were able to develop
specific behavioral objectives that more closely coincided
with their attitudinal shifts.
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However, Katz and Levy noted

that difficulty arose when trying to measure the long term
impact of such an experience.
While brief mention of various types of programs
designed to promote race awareness can be found in the
literature, very little evaluative data is available as to
campus response,

follow-up efforts, and overall

effectiveness in achieving intended outcomes.

One of the

major problems facing student affairs practitioners is the
paucity of valuative data on programs designed to combat
racism and sexism (Sedlacek, Troy & Chapman,

1976).

One of the reasons for the lack of valuative data is
the difficulties inherent in identifying appropriate
criteria to assess program effectiveness.
literature offers some critique.

Occasionally, the

For example. Carter (1990)

states that one shortcoming of anti-racism training is that
it does not explore differences in Whites' awareness of
their status as racial beings.

He goes on to state that

whites seldom have an opportunity to examine the meaning of
their whiteness.

He concludes by suggesting that it is

important for educators to begin to consider how racist
attitudes might be related to variations in white identity
development.
In sum, past efforts to provide race awareness
education have focused primarily on a exploration of racial
prejudice rather than racism.

Additionally, many race

relations programs failed due to the absence of theoretical
constructs (Strong & Loomis,

1982).

Furthermore, most

efforts have been based on ”genuine humanitarian feelings
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about a visible need to change interpersonal interactions_
but that is not enough"

(Strong & Loomis,

1982, p.

93).

Theoretical Foundations

With the field of race awareness education expanding, a
variety of theoretical foundations began to emerge.

Strong

and Loomis (1982) cite the following benefits to
establishing a theoretical framework:
Theory provides the flow and checks necessary to
adequately explore complex social issues.
Theoretical references also provide for logical
change in program direction.... Regardless of the
theoretical design, it is important to have a
frame of reference which can be clearly explained
to participants and other members of the community
to be affected (p.93).
In essence, there is a greater probability that
educators will design developmentally appropriate
interventions if their practice is grounded by theory (Shang
& Moore,

1990).

Claney and Parker (1989)

suggest that the

racial consciousness of White students can be enhanced by
determining their current stage of development and then
providing an optimal environment for progression to the next
stage.
ignored,

If the developmental issues of White students are
educators will continue to engender the risk of

designing interventions which fail to meet the student where
he or she is developmentally.
Several researchers (Terry,
1982; Helms,

1970; Katz,

1978; Hardiman,

1984) have developed theoretical constructs

which describe the developmental processes and issues Whites
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must confront in striving for a higher level of racial
consciousness.

It is important to note that few theories

exist that specifically focused on the racial identity
development of Whites.

Similarly, theories which focus the

racial identity development of persons of color have only
begun to be acknowledged in the literature (Cross,
Jackson,

1976? Atkinson, Morten & Sue,

1985? Martinez,

1971?

1979? Sue & Sue,

1988).

Each of the major theories found in the literature are
described below to provide a conceptual framework for
understanding the attitudes and behaviors held by Whites at
various stages of their development.

Some of the theories

suggest that white racial consciousness develops along a
continuum from racist attitudes and behaviors, to anti¬
racist attitudes and behaviors, to self-actualization.

Terry's Typology of White Structures of Belief
Terry (1978) researched the cognitive and value
frameworks that Whites use to order their experiences and
understand their self-interest in eradicating racism.

He

developed a model that categorizes White belief and value
systems into six different developmental schools of thought.
He states that these categories are related to Kohlberg's
(1984)

stages of moral reasoning.

In Terry's

(1981)

exploration of the negative impact of

White values, he states that the presence or lack of
authenticity is central to how White's define their value
and belief system.

His thesis is that racism undermines and
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distorts White peoples'
authenticity.

personal and organizational

The two components to being authentic are

being true to self and true to the world.

The six belief

structures describe how Whites remain unauthentic and unable
to see the negative impact of racism on themselves.

A

description of the each belief/values systems follows:
1)

Racial Supremacist Advocates - These Whites advocate

White supremacy and view any resistance as a threat.
Supremacists,

For

the right for everyone to survive is

supplanted by the right of Whites to survive.
2)

Free Market Advocates - Popularly known as conservatives,

this group fights to maintain White dominance in the market
place and is preoccupied with efficient allocation of
resources.

Racism is defined in this model as personal

prejudice and institutional discrimination.

Free market

Advocates support the practice of restricting the entry of
people of color into the market.
3)

Open Systems Advocates - These Whites focus on the victim

and the victim's institution as the primary arena for
change.

Racism is defined as personal and social sickness -

a disease which can infect the whole body.

The way to

health is to assist people of color with their assimilation
into White society.

In addition,

some open systems

advocates prescribe to the notion of pluralism by focusing
on the identity struggles of people of color without seeing
the need to focus on the identity struggles inherent within
their own White group.
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4) Class and Class/Color Advocates - Popularly known as
radicals, this group fights to ensure that the oppressed
become liberated and that the unilateral use of power gets
shared.

This group is divided into two groups: class

advocates and anti-neocolonial advocates.

Class advocates

resist color conscious organizing and contend that class
groups should organize?

i.e. working class should organize

against the ruling class.

Class radicals seek to organize

people of color for personal gain in anticapitalist
struggles; essentially they advocate for the freedom of
Whites who are oppressed along class lines.
The anti-neocolonialists argue that color and class are
both essential in understanding the fight against racial
oppression.

This group fails to recognize that color is the

clear basis for colonization and that all Whites, regardless
of class background, benefit from racism.

This group of

Whites has no natural self-interest to fight racism.
5) New Mission/Culture Advocates - This group focuses on
meaning,

symbols,

and direction in charting a meaningful

future that affirms the dimensions of the past that are
helpful.

Without a clear,

socially enhancing mission, then

new advocates might perpetuate traditional missions that
discount race.

Terry (1981) states,

"This is Freire's deep

concern in Pedagogy of the Oppressed (1974).
is the only 'game'

in town,

which to lead”

132).

(p.

If oppression

it will be the only model from

6) Authenticity Advocates - This group seeks to develop a
model that focuses on resources,
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structure, power and

mission thus creating an authentic society which supports
the development of authentic color-conscious, human
enhancing persons.

Authenticity advocates become untrue to

themselves when they are passive and play "games" that
undercut collaborative efforts.

It is extremely difficult

not only for Whites to gain an authentic approach but also
to maintain this approach over time.
Terry states that these structures of belief may be
developmental; for example it's possible for Whites to shift
from having a set of beliefs of free market advocacy to a
belief structure of open market advocacy and so on.
However, Terry is cautious about naming these six structures
as sequential stages of development per say.

Katz/s White Awareness Model
The basic premise of Katz's model is that in order for
Whites to function as anti-racists, they must understand the
concept of racism as it exists in our society which is at
individual,

institutional and cultural levels.

need recognize racism within themselves.

Whites also

Her model proposes

that the process of re-educating Whites consists of moving
Whites through a series of stages.

The six stages center on

the following themes:
Stage 1: definitions and inconsistencies of racism;
Stage 2: confronting the reality of racism;
Stage 3: dealing with feelings;
Stage 4:

examining cultural differences;
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Stage 5: the meaning of Whiteness and individual
racism? and
Stage 6: developing action strategies.
Katz

(1978) believes that Whites need to achieve an in-

depth knowledge of racism so that they can begin to explore
and understand White racism on cognitive and affective
levels with the support of other White people.

Then, Whites

will be able to develop ways to combat racism at all three
levels.

As an end result. Whites can come to accept their

own Whiteness. Katz perceived White-on-White training as a
way to interrupt the racist practice of putting people of
color in the position of having to teach Whites.

Hardiman/s White Identity Development Model
Hardiman (1982) developed a conceptual framework for
understanding White identity development based on sex-role
identity and racial identity development theory.

According

to Hardiman's model, there are five stages White Americans
can move through to develop a non-racist, new White
identity. The sequence of stages is:
Acceptance;

(III) Resistance;

Internalization.

(I) Naive Stage;

(II)

(IV) Redefinition; and (V)

In each of the stages described below,

Hardiman emphasizes the internal consciousness and behaviors
of White people.
Stage 1: Naive Stage - This stage is characterized by
White's lack of social consciousness regarding racial
differences and racism.

This stage doesn't last very long?

it usually encompasses the naivety found in individuals from
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birth to age four or five.

When racial differences are

noticed, they usually occur absent feelings of superiority,
fear or hostility.
Stage 2: Acceptance - The naive stage is naturally
followed by a stage of acceptance of White racist beliefs
and behaviors with an unconscious identification with
Whiteness as the norm. This stage can be manifested in two
ways: active or passive acceptance of White superiority.
In active acceptance. Whites consciously accept their
own racial superiority and subsequently view people of color
as inferior.

Whites display the beliefs and values of overt

White bigots by maintaining distance between themselves and
other races.

In order to move to a higher stage. Whites

need to begin to question some of the contradictions that
exist about people of color and their condition.
In passive acceptance. Whites deny the existence of
racism and believe that they are not racist.

During this

stage, Whites tend to have a "people are people” view of the
world and believe people of color should assimilate to White
values.

Whites rationalize the plight of people of color by

"blaming the victim.”

They believe that people of color

just need to "pick themselves up by the bootstraps” and/or
accept the teachings of the dominant culture.

Some Whites

at this stage adopt a paternalistic attitude towards people
of color by offering to help minorities overcome their
supposed cultural disadvantages.

In order for Whites to

move beyond their denial, they need to acknowledge the
reality that systematic racism exists.
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Stage 3: Resistance - Similar to the acceptance stage,
this stage is manifested in two ways: passive and active
resistance.

In both cases, Whites discover that they've

been brainwashed by American myths in terms of how racism
operates.

The ideology of Whites shifts from blaming the

victim to recognizing that racism is a White problem.
Whites become consciously aware of their own Whiteness.
These discoveries are often accompanied by feelings of
confusion,

anger, rage, guilt and embarrassment.

The way

Whites internalize this new information and respond to the
accompanying emotional components distinguishes the active
and passive modes of this stage.
In passive resistance, Whites recognize the realities
of racism but feel powerless to effect any change.

Feeling

immobilized. Whites drop out of mainstream American culture
so as not to engage in or support racist practices and
systems.

Whites can remain stuck in this stage unless they

develop a deeper understanding of the role they play in
perpetuating the system by receiving the benefits from being
White.
In active resistance. Whites begin "owning" their
Whiteness and seeing the costs and benefits that accompany
their White privilege.

During this stage. Whites begin

confronting and reeducating other Whites about their racism.
Whites move beyond their own negative feeling of guilt,
shame and anger by accepting their responsibility for
changing racist practices and systems.

Often, Whites begin

to question "who they are" as opposed to "who they are not."
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This questioning allows Whites to transition into the next
stage.
Stage 4: Redefinition - This stage is characterized by
the development of a new White identity that transcends
racism.

Through a process of self-exploration. Whites

attempt to answer the question,

"Who am I?" by clarifying

their personal values and goals in terms of what they stand
for rather than what they are against.

Whites strive to

create an identity which includes the development of pride
and appreciation of White culture.
Also, Whites are clear about their own strategies for
working to eliminate racism based upon their own selfinterest.

Once Whites have achieved a positive racial

identity, they question how to integrate that identity with
all other aspects of identity.

This process of trying to

achieve an identity that integrates class, gender, sexual
orientation, religion and all other aspects leads people
into the final stage.
Stage 5:

Internalization - This stage is exemplified by

the integration of a new White identity into one's whole
identity.

Whites at this stage understand other Whites who

are at varying levels of racial consciousness and
collaborate with other Whites towards change.

Whites at

this stage work to educate themselves about other groups so
they can internalize their existence in a multicultural
society.
Hardiman's theory is based on the assumption that the
process of acquiring an internalized positive new White
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identity follows a definable, predictable sequence.

Yet,

this theory is not intended to suggest that all Whites
automatically move through all of the stages as a natural
growth pattern? some Whites demonstrate progress, others
stop at a certain stage.

This process of achieving White

consciousness is a fluid, non-static process which results
in Whites being in a dominant stage with the flexibility to
move either forward or backward depending on the situation
or issues at hand.
In her own critique of this model, Hardiman (1982) states
that her research has shown that White society,

in general,

had not developed to the Redefinition stage (p.

208).

The

latter stages of Redefinition and Internalization have yet
to be observed as part of White people's experiences.

In

part, Hardiman suggests that Whites may not have developed
to the Redefinition stage due to the absence of role models
to follow to get to this stage.
In essence, this model offers a hypothesis as to what an
"ideal” white identity consciousness might consist of.
This ideal vision, a fully integrated new White identity,
synonymous with the sentiment,

is

"It's not enough to be anti¬

racist, to know what your against, you must know what you
are for.”
Hardiman states that one of the major limitations of
this model is that it has yet to be tested in terms of its
applicability to the experience of White people.

Given that

the model is based on exploratory rather than empirical
research,

it is not yet possible to ascertain that White
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racial identity development is sequential or that the latter
stages are plausible.
both hypothesis,

Further research is needed to test

i.e. that White identity development is

sequential in nature and that stages of Redefinition and
Integration are obtainable and/or observable.

Helms7 Black and White Identity Development Models
Helms (1984) developed a model for investigating Black
and White interactions.

In familiarizing the reader with

the basis for her work. Helms states:
The proposed model is based on the premise that
all people,regardless of race, go through a stage
wise process of developing racial consciousness
wherein the final stage is an acceptance of race
as a positive aspect of themselves and others.
Nevertheless, although the process of acquiring an
internalized racial consciousness may be similar
for Blacks and Whites, the content or theme of the
process is likely to be different because of the
different socialization experiences that accompany
race in the United States, (p. 154).
Helms describes the process that Whites go though to
develop racial consciousness as a progression through five
stages: Contact, Disintegration, Reintegration, PseudoIndependence,

and Autonomy.

The first stage. Contact,

is

entered when a White person becomes aware that Black people
exist.

Whites tend to be naive and unaware of themselves as

a racial being.

During this stage. Whites can choose

whether or not to interact with Blacks.

Whites tend to

assume that racial differences are unimportant.

For

example. White students may believe "we're all human; people
are people."

Typically, as Whites have interactions with

Blacks, they move into the next stage.
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In the Disintegration stage. Whites are forced to view
themselves as White.

Feeling of guilt and depression often

emerge for Whites when they become aware that racism exists
and they "may be denying Black people's humanity by treating
them in a racist way"

(Helms,

1984, p.156).

To resolve the

negative feeling associated with this stage. Whites have
several choices:

(1) to over identify with Blacks?

(2) to

become paternalistic towards Blacks, or (3) to retreat back
to the predictability of the White culture.
Helms,

According to

if individuals choose one of the first two options

they will eventually face rejection from Blacks and/or
Whites.

As Whites try to resolve their feelings of

rejection, they move into the next stage.
During the Reintegration stage, Whites become hostile
towards Blacks and may be overtly or covertly anti-Black.
Whites are likely to magnify racial differences and possess
internalized feelings of fear and anger.

If Whites choose

to withdraw or minimize their cross-racial interactions,
they will remain at this stage.

If Whites use this time to

accept their Whiteness and understand the implications of
being White in a racist society they will enter the Pseudo¬
independence stage.

Student responses at this stage could

reflect sentiment such as,

"Racism isn't our only problem;

besides Blacks are just as prejudiced as Whites."
In this next stage. Whites have a tendency to
intellectualize about racial issues and accept Blacks at a
conceptual level.

Cross-racial interactions tend to take

place with Blacks who are perceived by Whites as being
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similar to self.

Helms states that if Whites have some

interaction with Blacks during this stage then they may
develop some affective understanding as well which would
allow them to enter the final stage.
might comment,

Students at this stage

"I believe in affirmative action,

everyone

should have equal opportunities."
During the Autonomy stage.

Whites accept,

respect and

appreciate the similarities as well as the differences of
the two racial groups.

Helms

(1984)

highlights,

"the

Autonomous person actively seeks opportunities to involve
himself or herself in cross-racial

interactions because he

or she values cultural diversity and is secure in his or her
own racial

identity"

(p.

response at this stage,

156).

An example of a student

"I'm actively working to fight

racism by being less racist in my attitudes and behaviors."
A limitation of this model

is that it is less focused on

identity development and more focused on describing contact
between Whites/Blacks.

This model fails to describe what's

going on developmentally for Whites in regards to their
consciousness about Whiteness or White culture.
Helms'

model

In part.

is Black-centered to the extent that racial

identity development among Whites occurs in response to
contact or lack of contact with Blacks.
neglects to mention racism per se;

In addition.

her model does not state

or take into account the view that racism is at the
foundation of our society.
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Helms

In discussing the utility of Helm's theory,

Brown and

Barr (1990) cited some examples of how her work could
influence practice:
Helms' (1985) work is extremely valuable to
professionals who wish to increase the
multicultural awareness of majority students.
For
many majority students, the collegiate setting is
the first time they really encounter individuals
who are racially and culturally different.
This
creates a special challenge for the development of
programs, policies and services.
Helms' theory
assists in understanding the approach/avoidance
behavior that is often exhibited when
multicultural programming is provided.
Further, it aids in understanding that the
individual progress of students varies and that
issues take a great deal of time to work through.
Her conceptual framework supports the notion of
providing a variety of approaches to increasing
multicultural awareness in order to assist
students at different developmental stages.
Finally, it supports the need for clear and
unambiguous standards that support civility in the
campus community (p. 86).

Summary
The racial consciousness development theories or models
presented here postulate that Whites' awareness and
acceptance of the realities of racism accrues through a
systematic, behavioral, cognitive and affective process.
In their most simplistic form, these theories suggest that
gaining awareness and competence in the area of race
relations is influenced by variables such as formation of
positive self-regard and authenticity?

investigation into

racial identity development; and exposure to the concepts of
individual, cultural and institutional racism.
Terry's theories (1972,

1981) places emphasis on

Whites' desire to become more authentic as the catalyst for
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adopting a value system that is response to changing
individual and societal examples of racism.

In part,

the

researcher chose to include Terry's typology because it was
one of the first theories to appear and it is evident that
his work served as a catalyst for future theorists.
that Terry's work is more esoteric,

Given

it does not lend itself

as easily to application.
Katz's model for White awareness details a process for
Whites to move through in order to understand and combat
racism,

more so than an identity development model.

Katz

provides a step-by step approach for Whites to take in
achieving acceptance of their role in understanding
race/racism with support from other Whites.
Hardiman's and Helms'

theories are similar in so far as

they both focus on identity development and define it as a
sequential process delineated by different stages.

The

primary differences can best be understood by recognizing
that Hardiman's theory suggest that race itself is the
catalyst for identity development;
social

whereas Helms views the

interactions between Whites and Blacks as the

catalyst for identity formation.

Literature on Reflective Pedagogical Thinking

The usefulness of reflective thinking in supervision,
staff development,

and teacher preparation has been explored

in the professional literature of K - 12 levels of
education,

and fields like law and medicine.
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More recently,

higher education literature has begun to consider the
usefulness of reflective thinking as a process for
understanding the work done by administrators.

While higher

education has begun to recognize the benefits of reflective
pedagogical thinking to unlock the epistemology of practice,
student affairs

administrators have had few,

if any,

formal

opportunities to practice the art of being a reflective
administrator

(Brown,

Kohles,

Podolske,

& Sonnenberg,

1991).

A study of the reflections of student affairs practitioners
could lead to important discoveries about the practice of
student development efforts designed to foster individuals'
attitudes and behaviors supportive of a civility and social
justice agenda.
There are several perspectives on reflective
pedagogical thinking which serve as the framework for this
study:
1983,

the concept of the reflective practitioner
1987)

(Belenky,

(Schon,

and the concept of constructed knowledge

Clinchy,

Goldberger,

& Tarule,

1986)

are the two

most pivotal perspectives relied on for this study.
Reliance on these two perspectives is based,

in part,

on the

newness of knowledge in this area.
Schon

(1983,

1987)

may well be the single most

influential thinker in the area of reflective practice;

his

writings have stirred high interest among a very diverse
group of scholars

(Grimmett,

1988).

Schon suggests that

professionals practice reflection-in-action?

i.e.

what they

think about how they are thinking and reacting to a
situation as it happens.

The reflective practitioner uses
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emerging personal theories rather than formal theories
garnered in a textbook to inform his/her own practice.
Through reliance on reflective thinking,

practitioners

are trying to uncover a particular epistemology,

a view of

knowledge that fosters attention rather than inattention to
practical competence and professional artistry
1983).

(Schon,

In underscoring the importance of developing an

epistemology of practice,

Schon states the following:

Let us reconsider the question of professional
knowledge, let us stand this question on its head.
Let us search instead for an epistemology of
practice implicit in the artistic, intuitive
processes which some practitioners do bring to
situations of uncertainty, instability, uniqueness
and value conflict (p. 49).
It appears that the process of reflection allows
practitioners to discover what they know - what they come to
understand as ordinary practical knowledge.

Reflective

practice has been particularly useful to practitioners who
are engaged in activities which are emotionally-laden such
as issues of social
have an artful,

justice

(Schon,

1983).

Practitioners

unique way to voice their views regarding

the epistemology of their practice as they define it,
experience it,

and evaluate it through the process of

reflective thought.

This process forces practitioners to

provide more than just mere description of what they do;

it

challenges them to understand the nuances and complexities
involved in their practice.
Similar to Schon's description of the reflective
practitioner is the description of constructed knowledge as
a way of knowing put forth by Belenky et al.
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(1986)

in their

ground-breaking book.

Women's Wavs of Knowing.

Essentially,

practitioners using constructed knowledge view knowledge as
contextual and value both, subjective and objective ways of
knowing.

Constructed knowledge is the effort to integrate

voices — combining self-knowledge with the knowledge
learned from others.
Another perspective on the concept of reflection is the
recognition of three different approaches or orientations to
teachers'

reflective thinking:

narrative

(Sparks-Langer,

cognitive,

Colton,

Pasch,

critical and
& Starko,

1991).

These three aspects of reflection illustrate how the field
of research on teaching appears to be moving from a
predominantly behavior-oriented paradigm of teaching to a
reflective paradigm which includes the cognitive,
and narrative aspects.
teaching strategies,

critical

Rather than focusing on technical

researchers are beginning to focus on

teachers'

reflective thinking about decisions,

dilemmas,

ethics and justice.

values,

The cognitive approach focuses on understanding how
educators acquire knowledge and engage in decision-making.
Knowledge acquisition refers to how educators convey ideas
about major categories of knowledge such as those identified
by Schulman

(1987):

content;

pedagogy;

curriculum;

characteristics of learners;

contexts and educational

purposes and ends.

educators base decisions on the

contextual

In part,

information gathered from situational events or

the environment.
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While the cognitive approach emphasizes how educators
make decisions, the critical approach stresses the substance
of those decisions by examining the experiences, values,
philosophical base and goals of educators (Sparks-Langer et
al.,

1991).

Schon's (1983,

1987) concept of reflective

action exemplifies this approach to reflective thinking.

He

believes that while educators acquire some professional
knowledge from "packaged” educational principles and skills,
the bulk of their learning comes through continuous action
and reflection on everyday problems and practice.
Practitioners using a critical approach see knowledge as
socially constructed, that is, constructed thorough social
interaction with others.
Lastly,

in describing the narrative approach, the main

emphasis is on educators' own descriptions of the
circumstances under which they make decisions.

So often the

voices of the educators themselves are missing from the
knowledge base.

The narrative approach encourages

researchers to listen truly and learn from the stories of
those engaged in practice (Huberman,

1990).

While there is

a need for this type of research, there is little evidence
to suggest that educators are being encouraged to see their
stories as valuable and to document their experiences
(Sparks-Langer et al.,

1991).

These three approaches can easily be intertwined;

in

fact, there is often some overlap or some mixing between two
or more of the approaches.

In this study, the researcher
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hopes to engage participants in a dialogue which draws out
information characteristic of all three approaches.
Another perspective that influences how one views the
concept of reflection is Kolb's (1984) experiential learning
theory.

Kolb emphasized a cyclical relationship among four

modes of learning: concrete experience, reflective
observation,

abstract conceptualization and active

experimentation.

His theory suggests that these four

activities are representative of a progression.

Like the

research of Schon and others, Kolb's model demonstrates that
in order for synthesis of knowledge and new ideas to be
achieved the activity of reflection must be included as part
of the learning cycle.
In sum, these perspectives stress the significance of
documenting the knowledge individuals obtain from "field" or
life experience.

As individuals describe, analyze, and make

inferences about learning events, they typically engage in
some type of reflective process that leads to the creation
of their own pedagogical principles.

At the broadest level,

the art of reflection encourages educators and practitioners
to clarify their own beliefs about the ethical, moral and
justice issues presently confronting our society.
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CHAPTER III
DESIGN OF THE STUDY

Introduction

This chapter describes the research design and the
accompanying methodologies employed to collect and analyze
the data.

The first section describes the overarching

methodological approaches which informed this study.

The

design of the study is described in detail.
The second section includes a narrative regarding the
processes used to identify and select participants.

The

challenges involved in securing access to conduct field
observations are discussed.

A composite sketch of the

participants in this study is presented.
In the final section, the procedures used in data
collection are delineated.

Issues related to the management

of data such as establishing trustworthiness and attending
to self as the researcher are discussed.

In closing, a

description of the steps utilized in the analysis of the
data is provided.

Methodological Approach
Qualitative research seeks to explain, describe or
explore the chosen phenomenon (Marshall & Rossman,
According to Bogdan and Biklen (1982),

"All qualitative

researchers in some way reflect a phenomenological
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1989).

perspective”

(p.

31).

In relying on qualitative inquiry,

researchers are trying to expand rather than confine their
understanding of a particular phenomenon.
One of the more popular approaches to conducting
qualitative research is often labelled the phenomenological
approach.

This approach "attempts to understand the meaning

of events and interactions of ordinary people in particular
situations”

(Bogdan & Biklen,

1982, p.

31).

In employing this approach, the researcher hoped to
gain entry into the conceptual world of White student
affairs practitioners engaged in the practice of race
awareness education on college campuses.

This approach

allowed the researcher the opportunity to focus on the
subjective,

interpretive point of view expressed by

practitioners as a way of making meaning of the everyday
practice and experiences associated with race awareness
education.

Design of the Study

In conducting qualitative research, the fundamental
techniques often relied on for gathering information are
interviews and observation.
core,
p.79).

"These two techniques form the

the staples of the diet"

(Marshall & Rossman,

1989,

These techniques permit the researcher to recognize

the inherent humanness of both the participants and the
total interpersonal environment within which the practice
occurs

(Masserick,

1981).
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Many researchers believe that research is strengthened
when knowledge is collected from multiple sources.
addition,

In

reliance on multiple sources of data collection

allows for methodological triangulation (Merriam,
Marshall & Rossman,

1989).

1988;

By relying on multiple sources,

a more comprehensive perspective of the phenomenon being
explored can be obtained (Patton,

1990).

Furthermore, the literature on qualitative research
cautions the researcher against allowing interviews to stand
alone as the only form of data collection.

"When interviews

are used alone, distortions in data are more likely, as
interviewers may interject personal biases”
Rossman,

1989, p.

83).

(Marshall &

In-depth interviewing combined with

participant observation allows the researcher to obtain the
most complete picture of the phenomenon being studied
(Marshall & Rossman,

1989; Patton,

1990).

Researchers tend to rely on interviews as a way of
learning first-hand the internal knowledge, values, and
attitudes held by a particular group of individuals.

In-

depth qualitative interviews are often described as a
"conversation with a purpose”
Marshall and Rossman,

(Kahn and Cannell quoted in

1989, p.82).

For the purpose of this study,

interviews were selected

as a method of understanding practitioners' thinking about
varied aspects of their practice such as how they define it,
why they define it as they do,

and how their reflections

continue to inform their practice.

Interviews allow the

interviewees an opportunity to provide the researcher with
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anecdotes,

stories and reflections that capture the essence

of their practice.
In addition to identifying the benefits of conducting
interviews, researchers also outline the merits of
conducting field observations.
state,

Taylor and Bogdan (1984)

"No other method can provide the detailed

understanding that comes directly from observing people and
listening to what they have to say at the scene"

(p.

79).

By observing participants in the field, the researcher had
opportunity to observe first hand what actually constitutes
practice and what decisions get made as a part of one's
practice.
Another purpose of employing participant observations
is to obtain a yardstick against which to measure data
collected through other methods.

In other words, by

observing practitioners actually engaged in the practice the
researcher can see if there was congruence between how
someone described their practice and what they actually did.
In designing this study, the researcher believed
participant observations would prove helpful in creating
more in-depth personal profiles or expanding the number of
personal stories and accounts practitioners were able to
recall

(Seidman,

1985; Wellman,

are away from their practice,

1977).

When practitioners

it can often be more difficult

for them to recount critical events which can,

in turn,

lead

to more immediate reflections concerning the significance of
individual events (Schon,

1987).
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In keeping with these recommendations, the use of
interviews and participant observations were incorporated
into the design of this study.

In utilizing both

techniques, the researcher had greater confidence in the
ability to capture the practitioners' reflective voice.

Data Collection

Before embarking on data collection, procedures for
identifying and selecting participants were determined.
Next, primary and secondary methods of data collection were
identified.

Data collection occurred through two separate

phases so that data from the first phase,
inform the second phase.

in part, could

A detailed description of each

phase of data collection is provided.

Selection Criteria for Participants

At the onset, the researcher elected to study the
responses of White participants.

As stated earlier in the

rationale for the study, Whites must take an active, visible
role in educating Whites about issues of race (Terry,
Katz,

1978).

1970;

To date, the voices of White educators have

not been fully explored in the literature.
Part of the rationale for studying the responses of
White student affairs practitioners was so that other
Whites who want to be engaged in the practice can come to
know the experiences of White role models currently engaged
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in the practice.

Another reason for focusing solely on the

experiences of White practitioners is to acknowledge that
the roles of Whites and people of color engaged in the
practice of race awareness education are qualitatively
different and need to be seen as such (Smith,

1993).

In addition to the criteria of being White, the
researcher believed two other considerations were critical:
1) the length of time practitioners had been engaged in the
practice and 2) who the practitioner's targeted audience was
in implementing their educational interventions.

In

considering the issue of longevity, research (Schon,

1983)

suggests that in order for practitioners to be able to be
truly reflective about their practice, particularly over
time,

they need to have had a sustained time period of

engagement in the practice.

The practitioner's level of

engagement needed to be fairly frequent, certainly more than
once or twice during an academic year.
To limit the focus of this study, consideration of the
developmental issues involved in working with various age
populations had to weighed.

To ensure consistency regarding

the range of developmental issues confronting practitioners,
the researcher chose to identify practitioners who worked
primarily with traditional-aged college students and/or
graduate students at the master's level.
Thus, the following criteria were developed and shared
with perspective participants:
1)

"Mature” practitioner - a minimum of five years of

full time professional experience working as a student
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affairs practitioner actively engaged in the role of
educator on issues of race and racism.
2)

"Active" involvement in the practice - As

practitioners, they routinely facilitated race
awareness education programs.

The practitioner's

level of involvement exceeds one or two programs
per academic year. Practitioners view themselves
as possessing a high degree of familiarity and
comfort with addressing issues of race and racism.
3) College students as a primary audience - Although
participants may work with varied populations, one of
their primary audiences must be traditional-aged. White
college students or graduate students.

The student

populations do not necessarily have to be all White?
however, they must comprise at least half or a
numerical majority.

Identifying Participants

In qualitative research, participants can be found in
a number of ways (Bogdan & Biklen,

1982).

One of the

easiest and most feasible ways to build a pool of possible
participants is by using a method called "snowballing"
(Taylor & Bogdan,

1984).

Snowballing consists of

identifying possible participants and inviting them to
introduce you to others.

Initially, potential participants

are found by relying on personal or professional contacts,
approaching organizations and agencies, or involving
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themselves with the community of people they want to study
(Taylor & Bogdan,

1984).

In considering this technique, the researcher
contemplated the potential drawback of relying on this
method.

Specifically, one drawback could be practitioners

referring other practitioners who were similar in terms of
style, values,

and how they engage in their practice.

This

phenomenon is often referred to as "group think" - a
practice which results from practitioners associating most
closely with those who think and behave similarly to
oneself.
In weighing this consideration, the researcher felt
confident that the final pool of participants would
represent divergent thinking given the full range of
variables impacting professional practice such as:

longevity

in the field; type of professional preparation; nature of
institutional climate; and the presence or absence of mentor
relationships.
The researcher began by networking with professional
colleagues who were either student affairs practitioners or
faculty in college student personnel/higher education
administration programs.

Many colleagues initially

contacted were associations the researcher formed through
professional organizations, particularly the American
College Personnel Association (ACPA) and the National
Association for Women in Education (NAWE).
In terms of initial contacts,

inquires were made either

by phone or letter (See Appendix A).
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The researcher shared

the purpose of the study and asked for assistance in
identifying possible participants.

To expedite the process,

colleagues were provided information on the selection
criteria.

When colleagues identified potential

participants,

they were asked to notify these individuals

that their names had been referred and to inform them they
would be contacted.

In some instances,

colleagues had

already secured permission to make the referral

in advance

of the researcher's request.
Potential participants were sent an introductory letter
which included an explanation of the intent and scope of the
study;

a description of the selection criteria?

of what participation would entail;

and an invitation to

participate in the first phase of the study
B).

an overview

(See Appendix

Within two weeks of receipt of the letter,

they were

contacted to discuss the criteria and to gauge their level
of interest.
During this initial

inquiry,

individuals were asked if

they had any questions regarding the study or their
involvement.

They were asked if they fit the criteria

outlined in the introductory letter.

Their self-assessment

was the sole determinant as to whether or not they fit the
criteria.
Seventeen possible participants were contacted.

Seven

individuals indicated that they did not fit the criteria.
Their rationale for not fitting the criteria fell into three
categories;

1)

their primary audience for providing race

awareness education was other than traditional undergraduate
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students or graduate students;

2) they defined their work as

diversity education or human relations training as opposed
to specific focus on race awareness efforts; or 3) they had
not actively engaged in the practice for at least five
years.
Ten individuals reported that they fit the criteria and
agreed to participate in the study.

Many,

if not all,

stated that they were pleased to take part in the study and
expressed excitement about the opportunity.

Once

participants agreed, arrangements for the initial interview
were negotiated.

The researcher discussed issues of

confidentiality and informed participants that every effort
would be made to insure their anonymity.

A copy of the

consent form was sent to participants for their review prior
to the actual interview (See Appendix C).
The difficulty of identifying potential participants
for this study will be described in detail in a later
section on the research findings (See Chapter 4).

This

process was far more arduous than the researcher
anticipated.

For example, countless numbers of colleagues

were unable to identify even one White person they knew or
were aware of who was actively engaged in providing race
awareness education with college students.

Profile of Participants

The ten participants in this study were White student
affairs practitioners who self-identified as actively
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engaged in the practice of providing anti-racism education
for undergraduate and graduate students within university or
college settings.

Seven of the ten participants were

identified through collegial contacts; three participants
were referrals from others in this study.
In securing participants, the researcher was interested
in obtaining as representative a group as possible in terms
of university affiliation (organizational culture, public or
private,

institutional size, etc.) and primary area of

responsibility within student affairs (counseling, dean of
students office, residence life,

student activities, etc.).

Six of the participants work within a large, public
university environment; one participant is employed at a
technical college; and three work at small liberal arts
colleges with two of them being private and one being
public.

The geographic location of the institutional where

participants were presently working or most recently worked
were fairly diverse.

The participants' current or most

recent institutional affiliation spanned the following
states: Massachusetts, Pennsylvania, New York, New Jersey,
Maryland, Georgia,

Indiana, and California.

The participants in this study represented a range of
areas within the student affairs profession;

four work in

residence life/housing, three work in counseling centers,
and one each in the areas of judicial affairs,

freshman

center, and the dean of students office.
Also, the researcher hoped the participants were
representative of diverse social identities in terms of
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class,

age, ability, religious affiliation, and sexual

orientation.

The researcher sought to achieve gender

balance amongst the participants to be able to see if any
commonalities or differences based on gender emerged.
five of the participants were men?

Thus,

five were women.

In terms of the participants' educational backgrounds,
all have minimally obtained a master's degree with seven
having a master's degree in college student personnel
services or a related field such as counselor education.
Four of the participants hold doctorate degrees either in
higher education administration or a related field, two are
currently enrolled in doctoral programs and one participant
is A.B.D. with no plans to complete the degree.

It's

important to note that in addition to the educational
efforts they provide on their current campus, six of the
practitioners serve as external consultants to other
colleges and universities, businesses, and community groups.
Thus, the breadth and depth of experience represented by the
practitioners in this study extends beyond their current
institutional affiliations.
The participants span a wide range in terms of the
numbers of years they have been actively involved in
providing anti-racism education.

At one end of the

continuum, two practitioners met the minimum criteria of
five years of professional practice.

At the high end of the

continuum one practitioner has been active in this practice
for 22 years.

Six participants fell in the mid-range with

approximately 10-14 years of field experience.
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Primary Methods of Data Collection

Data collection entailed two separate phases.

The

first phase consisted of conducting ten in-depth interviews.
The second phase consisted of conducting four field
observations.

Following the observations, participants were

interviewed as a way of gathering more explicit data as to
what informed their practice and how they made decisions
regarding their practice.

Each phase will be described in

detail.

Phase one:

Semi-structured.

In-depth Interviews?

The primary method of data collection consisted of two
semi-structured,

in-depth interviews.

Eight of the ten

initial interviews were conducted in the participants' work
setting? one took place in a mutually convenient location
and one was conducted over the telephone due to logistical
constraints.

All of the interviews were audio-taped with

the permission of the participants.
The format of the interviews was semi-structured in so
far as certain information was desired from all respondents
(Merriam,

1988).

The researcher chose semi-structured

interviews in order to be able to pursue personal
perceptions introduced by the participants - "to be in the
moment."

In stark contrast to structured interviews,

semi-

structured interviews allow the conversation to be flexible
and dynamic.
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Consistent with the goals of semi-structured
interviews,

an interview guide was developed to ensure key

topics were explored (Taylor & Bogdan,

1984).

The interview

guide (See Appendix D) was based on the research questions
informing this study? the themes in the literature relevant
to the practice of race awareness education? and the
techniques described in the literature which prompt
practitioners to engage in reflective thinking.
While an interview guide was used, neither the exact
wording nor the sequence of the questions was determined
prior to the interview.

The guide allowed the researcher to

respond to the immediate situation, to the emerging world
view of the respondent,
(Merriam,

and to new ideas on the topic

1988).

The interviews were approximately two hours in length.
Taylor and Bogdan (1984)

suggest,

about two hours for an interview.

"You will usually need
Anything less is too

short to explore many topics, whereas more will probably
burn out both of you"

(p.

88).

The interviews were transcribed by the researcher.

In

doing so, the researcher hoped to gain greater familiarity
with the subtleties spoken by the participants (Bogdan and
Biklen,

1982).

The process of repeatedly listening to the

tapes afforded the researcher the chance to learn from the
inferences made by the participants' speech patterns.
Once the transcripts were completed, participants were
sent a hard copy of the transcript, a computer disk
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containing their interview, and a letter informing them
about how to work with the transcript (See Appendix E).
Participants were provided three options for sharing their
revisions or reactions:
hard copy;

1) they could mark and return the

2) they could type in revisions on the computer

disk and return the disk? or 3) they could communicate
changes and revisions during the follow-up interview.

Semi-structured.

Follow-up Interviews:

In preparation for the follow-up interview, the
researcher's review of each transcript generated specific
questions.

On average, each transcript generated seven to

ten follow-up questions.

These questions allowed the

researcher to probe more deeply into issues which surfaced
in the initial interview.
Participants were contacted to schedule a follow-up
interview.
threefold:

The purpose of the follow-up interview was
1) to ascertain the participant's reactions to

the transcript;

2) to ask additional questions which

surfaced from a review of the data presented in the
transcript and 3) to afford participants the opportunity to
elaborate or clarify any information based on their own
review of the data.
The follow-up interviews consisted of asking
participants to respond to specific questions generated from
their initial interview.

All interviews began by asking

participants to share their overall reactions to the
interview transcript.

Each participant was asked to respond
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to the question,

"what seemed most salient to you as you

reviewed your transcript?”
Follow-up interviews were conducted over the telephone
and lasted approximately one hour.

All of the participants

agreed to allowing the interviews to be audio-taped.

Each

of the follow-up interviews were transcribed by the
researcher.

Secondary Methods of Data Collection

Upon completion of phase one,

supplementary data was

sought to expand and strengthen the primary data as well as
provide a method of triangulation,
for research biases.

a technique to monitor

Secondary methods of data collection

involved selected participant observations coupled with
follow-up interviews.
was gathered.

In addition, other supplementary data

The procedures involved in this phase of data

collection will now be described.

Phase Two: Participant Observation
Participant observations were employed to further
document the actual idiosyncrasies of the practice of race
awareness education.

Particular attention was paid to

noting the behaviors of the practitioner.

By relying on

participant observations, the researcher hoped to gain
additional insights about what constitutes practice and what
decisions get made as one engages in the practice.
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The researcher planned on conducting three to five
field observations.

In limiting the number of observations,

the researcher hoped to insure that this process yielded a
manageable amount of data.

Many writers caution the novice

researcher not to exceed "a reasonable amount of data"
(Bogdan & Biklen,

1982? Merriam,

1988).

Selection Criteria for Observations
In conceiving this study, the decision as to who to
observe in the second phase was delayed until the researcher
could become more familiar with the participants as a result
of conducting and transcribing the first phase interviews.
The selection process was to be informed by the first phase
of data collection.

After interviewing participants, the

researcher focused on the question,

"Did the process of

interviewing suggest some criteria for selecting who to
observe?"
Several criteria for selecting which participants to
observe were considered.

One consideration was the

potential value of selecting participants who represented
divergent voices regarding how they understood their
practice.

Clearly, this divergence would demonstrate the

continuum for defining "what practice consists of" amongst
the practitioners sampled.
Consideration was given to the desire to observe
practitioners who appeared to have higher degrees of selfknowledge as well as the capacity for engaging in reflective
thinking.

The researcher was aware of the fact that
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determining depth of self-knowledge and capacity for self¬
reflection is a somewhat subjective assessment.
applying this criteria,

Yet,

in

it stood to reason that the data

might be richer and more textured.
Finally, the realities associated with time and
financial constraints had to be considered.

Marshall and

Rossman (1989) reference these challenges as necessary
conditions which influence decisions regarding the scope of
the study as well as the feasibility of certain forms of
data collection.
In light of these considerations, the researcher
identified those participants who both represented divergent
thinking and appeared to possess higher degrees of selfknowledge and reflective skills to take part in this phase.
Thus, the ten participants were rank ordered in accordance
with these criteria.

Securing Access
In making preliminary inquiries, participants were
informed as to the purpose, process, and follow-up
expectations accompanying the second phase of data
collection.

Ideally, observations were to consist of seeing

participants actively engaged in the practice of
facilitating race awareness education for undergraduate
students for a minimum of two to three hours.
In describing the commitments accompanying this phase,
participants were informed of a required interview as soon
as possible following the observation.
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The need for

immediacy regarding the interview was explained to
participants as the desire to capture the intricacies and
details surrounding the event while it was still fresh on
their minds.
Once participants agreed to take part in this phase,
possible observable events were discussed and a date,
and location was negotiated.
Consent Form for Phase Two
Observer's Script

time

Participants were sent a

(See Appendix F)

and a copy of

(See Appendix G).

As is often the case in conducting qualitative
research,

unforseen events can alter or interfere with the

collection of data at this stage
Strauss & Corbin,

1990).

(Bogdan & Biklen,

1984;

Several constraints or challenges

unfolded during the process of trying to secure access.
fact,

several scheduled observations never occurred.

In

Four

accounts of trying to secure access seem important to
report.
In one instance,

a participant declined the request

after careful deliberation because of her concern for issues
of confidentiality and safety of group members.
case,

if access had been gained,

In this

the observation would have

been of a group which met weekly throughout an entire
semester;

issues of trust and safety critically impacted the

level of risk-taking which transpired both between group
members and between facilitator and members.
In another instance,
a workshop.

access had been secured to observe

Addressing Racial Tensions on Campus,

for approximately forty campus student leaders.
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designed
A week

prior to the observation,

the participant called to say that

for political reasons the researcher's presence was no
longer feasible.

A racial incident had taken place on

campus during the week and the President's Office was
questioning whether or not to hold the workshop.

Intense

discussions about content of the workshop had transpired.
In addition,

the media had requested access to the workshop.

Access to the media had been declined?

therefore,

it seemed

too volatile to have a researcher in attendance.
In two other instances,

scheduled observations failed

to occur due to logistical complications related to weather
conditions and flight cancellations.
Rossman's

(1987)

Indeed,

Marshall and

warning to researchers about the

feasibility of having data collection interrupted by
logistical constraints had created unforseen barriers which
the researcher had little to no control over.
Securing observations was also impacted by the
participant's availability.

In principle,

participants were

being asked to assume the role of co-researchers - to work
with the researcher on constructing the meaning of what it
is they do

(Rowan & Reason,

asked to give a great deal,

1981).

not only in terms of time

commitment but mental energy.
participants,

Participants were being

In terms of benefits for the

the researcher hoped participants would

experience a sense of professional renewal,
insights about their way of doing things,
own voice related to their practice.
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uncover some new

and discover their

The selection process for observations was influenced
by participants'

availability as well as unforeseen

logistical constraints.

Yet,

whenever possible,

the

selection criteria delineated above was employed;
specifically,

participants who demonstrated higher degrees

of self-knowledge and reflective skills were observed.

Conducting Field Observations
In describing the role of the complete observer,
and Biklen

(1984)

Bogdan

defined the function as one in which the

researcher does not participate in the activities at the
setting.

The observer's role is to be as unobtrusive as

possible.

This level of detachment allows the researcher

more concentrated time for data collection.

The

researcher's role was to sit in the back of the room and
take fieldnotes.
Due to logistical constraints,

the original design of

the study was altered to include the use of videotape in
lieu of being physically present for an observation when
necessary.

In two instances,

practitioners videotaped their

workshops and sent copies to the researcher for review.
During the observations,

the researcher took fieldnotes

consisting of two kinds of material - descriptive and
reflective
section,

(Bogdan and Biklen,

1982).

In the descriptive

the researcher attempted to capture the details of

what occurred during the race awareness program in terms of
the actual depiction of activities,
behaviors,

the practitioner's

and the dialogues that occurred.
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In the reflective part of the fieldnotes, the
researcher recorded personal comments which focused on an
evolving analysis,

emerging questions, and potential

dilemmas related to methodology.

These notes allowed the

researcher to be self-reflective and record personal
responses to the setting and the practitioner's behaviors.
A total of four observations were completed.

Upon

review, the data obtained from observations appeared to be
congruent with the interview data.

Thus, at this juncture,

the researcher believed sufficient information had been
obtained from four observations.

Follow-up Interviews
Follow-up interviews to explore and reflect on the data
from the field observations were conducted.

Prior to the

interview, the researcher generated an interview guide with
specific questions stemming directly from what was observed.
For example, the researcher observed a practitioner adopt a
confrontational style with one of the students.

The

researcher asked the practitioner to talk about what guided
this choice of interaction.
In essence, the questions asked practitioners to define
and reflect on what they did, why they did what they did,
and how they made Mmeaningn of their practice.

By basing

the questions on observable data, the discussion moved
beyond the abstract notions of practice perceived solely by
the practitioner.
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Each participant was interviewed for approximately an
hour within a few days of the observation.

The interview

focused on why the practitioners had made the decisions they
had and how they reflected back on the event - would they
have made changes or done anything different.

These follow¬

up interviews were audio-taped with permission of the
participants and transcribed by the researcher.

The

fieldnotes and transcripts were added to the appropriate
participant's composite file.

Supplementary Methods of Data Collection

For the researcher,

it is often helpful to rely on

additional forms of data collection that can compliment the
primary sources.

For example,

by augmenting the process of

data collection by recording the researcher's experiences
while immersed in the process,

specific focal points for

further exploration may emerge.

Researcher's Diary
In addition to fieldnotes and transcripts,
Biklen

(1982)

Bogdan and

suggest that the researcher keep a separate

diary to record a whole host of reactions and experiences
that accompany the experience of being in the field.

The

diary can serve as a way of capturing the meaning and the
context of the interview by noting "the sights,

the smells,

the impressions and the extra remarks said before and after
the interview"

(Bogdan & Biklen,
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1982,

p.

74).

The researcher made journal entries whenever possible
immediately following the interviews and observations.

When

travelling distances, the researcher often tape-recorded
these journal entries.

Upon returning home, the researcher

listened to these tapes and transferred salient points into
the researcher's diary.

Supplementary Documents and Materials
In addition to interviews, observations and the
researcher's diary, other forms of data collection helped to
build a full picture of the research topics being explored.
For this study, participants' resumes or similar facsimiles
were collected in advance of the interviews to avoid
spending time collecting background information.

In

surveying this material, the researcher noted themes or
patterns in the participants' training.

In thinking about

the academic training of the participants,

it is important

to remember that "the academic training one has had affects
the questions one brings to an area of inquiry"
Biklen,

1982, p.

(Bogdan &

44).

Some participants provided copies of written documents
such as handouts, sample designs, and workbooks which
comprised tools of their practice.

These materials afforded

the researcher the opportunity to achieve greater
familiarity with practitioners' work.

In addition, the

materials generated some beneficial follow-up questions
during the interviews.

Also, copies of campus newspapers

and college or university brochures dealing with topics
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related to race relations were collected by the researcher
on site.

Data Management and Analysis

Data collection and data analysis are often concurrent
processes, particularly in light of the fact that
"reflecting about what you are finding while you are in the
field is part of every qualitative study"
1982, p.

146).

(Bogdan & Biklen,

Analysis of the data requires continual

interaction between the varied sources: the literature, the
semi-structured,

in-depth interviews, the participant

observations and the self-reflections of the researcher.
In terms of data management, the researcher developed
files for each participant which contained: all
correspondence,

all audio-tapes, transcripts from the

interviews, copies of fieldnotes if observed, and any
printed materials produced by the participants.

Multiple

copies of all printed materials were generated.

For

research purposes, the originals were stored in a separate
location from the copies.
In terms of data analysis, many of the books written on
qualitative research methods allude to the importance of
breaking down the process of data analysis into manageable
stages (Bogdan & Biklen,
Strauss & Corbin,

1990).

1982; Taylor & Bogdan,

1984;

These authors suggested a three

stage process which this researcher followed.
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The stages were comprised of the following tasks:
1)

searching for themes as well as topics the data covers in

order to begin creating coding categories;

2) going through

all the data and marking each unit with appropriate coding
categories and refining coding categories as interpretations
of the data shift? and 3) understanding the data in the
context in which it was collected,

i.e. to provide insight

into original research questions which informed the study.
Identifying themes serves as the starting place for
inductive analysis.

Inductive analysis means that themes

and categories emerge from the data rather than being
imposed prior to data collection and analysis (Patton,
1980).

To be expected, these preliminary categories and

themes encompassed the broad topics outlined in the
interview guide.
After generating preliminary coding categories, the
researcher re-read transcripts and marked units of data
according to the coding categories identified.

Quotations

that documented information in the categories were cut up
and pasted on index cards with the interview number (Bogdan
& Biklen,

1982).

Those categories having the greatest number of
responses, and therefore, the most significance to the
participants, became the focus of the findings for this
study.

Finally, the categories were woven together around

important themes that connect individual practitioners'
experiences.

Quotations were kept intact so practitioners
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"details of their everyday work experience and the meaning
they make it could be presented in their own words"
(Seidman,

1985, pg.

5).

Establishing Trustworthiness

In conducting qualitative research, the researcher had
to consider how the trustworthiness criteria of credibility,
applicability, consistency and neutrality were to be met
(Lincoln & Guba,

1985).

The researcher used the technique

of triangulation to guard against the accusation that a
study's findings are simply an artifact of a single method,
a single source, or a single investigator's biases (Taylor &
Bogdan,

1984).

This study relied on methodological triangulation, a
multiple methods approach, as one of the primary techniques
to monitor for research biases.
utilize peer debriefers.

Another technique was to

A peer debriefer is someone who

knows "a great deal" about both the substantive area of the
inquiry and the methodological issues (Lincoln & Guba,
1985).

In describing the purposes of debriefing, Lincoln

and Guba outline four major functions:

First and foremost, the process helps keep the
inquirer 'honest' exposing him or her to searching
questions by an experienced protagonist doing his
or her best to play devil's advocate.... Second,
the process provides an initial and searching
opportunity to test working hypotheses that may be
emerging ....Third, the debriefing provides
opportunity to develop and initially test next
steps in the emerging methodological design ....
Finally, sessions provide the inquirer a chance
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for catharsis, thereby clearing the mind of
emotions and feelings that may be clouding good
judgement or preventing emergence of sensible next
steps
(p. 308).
Having served in the role of peer debriefer for several
peers as they worked on their dissertations, the researcher
had a first-hand appreciation for the value of the role as
well as the demands of the relationship.

Weekly meetings

occurred between the researcher and two peer debriefers from
the onset of the data collection process to the time when
the data analysis was completed.
Additionally, the technique of member checking was
used.

This process is one in which the researcher checks

the data with the participants from whom the data was
originally collected.

Lincoln and Guba (1985) state that

member checking is the most crucial technique for
establishing credibility.

In this study, participants

received copies of their transcripts so they could check for
clarity, omissions and misunderstandings.

Often,

participants took advantage of this process by furnishing
additional antidotes and reflective thought.
The use of these varied techniques coupled with
periodic review meetings with members of the dissertation
committee guided the researcher's activities.

In utilizing

these techniques, the researcher was able to fully engage in
the process of discovery which emerged as data was collected
and analyzed.

Self as Researcher

In relying on self as the research tool,

it is

absolutely essential to acknowledge one's own biases as a
method of dealing with them (Bogdan & Biklen,

1984). The

researcher's decision to pursue this study was intricately
related to a quest to understand the role of self as a White
student affairs practitioner actively engaged in race
awareness education within university settings.
end,

Peshkin (1988)

To that

states:

By monitoring myself, I can create an
illuminating, empowering personal statement that
attunes me to where self and subject are
intertwined.
I do not thereby exercise my
subjectivity.
I do, rather, enable myself to
manage it — to preclude it from being
burdensome — as I progress through collecting,
analyzing and writing up my data (p.20).
As a result, the researcher holds some preconceived
assumptions and beliefs about the practice of anti-racism
education efforts designed for college student populations.
Some of these assumptions were influenced by the teachings
and models exposed to throughout formal academic education?
others stem from personal experiences working in the field
of student affairs for the past sixteen years.

In thinking

about Bogdan and Biklen's (1984) contention that one's
academic training affects the questions one brings to an
area of inquiry, the researcher is acutely aware of the fact
that her own training is first in the field of college
student personnel and second in field of social justice
education.
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The researcher's background fits this study in terms of
high degree of familiarity with the topic and continued
commitment to the practice of race awareness education.

The

danger for the researcher centered around being able to
achieve some distance from personal biases to stay receptive
to new schools of thought.

Maintaining a personal diary

assisted the researcher in monitoring personal biases.
The researcher was drawn to the literature on
reflective practice based on a desire to have time to be
self-reflective.

The realities of student affairs

professionals being too busy "putting out brush fires" and,
therefore, having limited time to reflect, strikes a
familiar cord with the researcher (Brown et al.,

1991).

By

becoming immersed in this study, the researcher was required
to reflect on one's own practices as a deeper understanding
of the practice of race awareness education, as a field of
study, unfolded.
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CHAPTER IV
RESEARCH FINDINGS

Introduction

This study profiles student affairs practitioners
engaged in the practice of race awareness education by
examining the factors which influenced their construction of
practice.

Integral to this study was an exploration of

practitioners' reflections about their practice.

This

chapter presents the findings on how practitioners describe,
analyze, and reflect on their role as race awareness
educators.

Emergent themes are organized within each of

these areas.
The first section provides an overview of the themes
portraying the practitioners' backgrounds such as personal
motivations,

learning modalities, racial identity

development, and the role of being student affairs
professionals.

The second section focuses on emergent

themes connected to how practitioners describe what
constitutes their practice by examining the issues informing
the differing choices of pedagogical approaches.

The third

section captures the themes which surfaced as practitioners
reflected on the meaning of their practice as well as the
desired changes they envisioned.
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In the summary, the researcher discusses the
interconnectedness of these three areas.

It is important to

note that these categories are not pure.

The researcher

describes the impact of the shared relationship between the
practitioners, the nuances distinguishing their practice,
and their reflections about the practice.
The underlying purpose of the data analysis was not to
make generalizations about the experiences of White student
affairs practitioners engaged in race awareness education.
Rather, the goal was to present themes so readers could make
connections between their own experience and the experiences
of the practitioners who took part in this study.
By using the practitioners' actual words, the
researcher can convey their feelings, beliefs, and internal
dialogues exactly.

Thus, the researcher presents the

results in a narrative style using direct guotes from the
interviews.

The quotes are presented verbatim except for

eliminating repetitive phrases,
as "you know",

false starts, and words such

"ah," "sort of," and "kind of" which do not

alter the meaning of what was said (Blauner,

1987).

The

researcher assigned pseudonyms to each of the participants
to protect their anonymity.

Section One: The Practitioner

As described in Chapter III/ the interview script
invited practitioners to respond to questions which probed
into their own personal background.
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For example, they were

asked to speak about their own process of becoming involved
in the practice of race awareness education.

As

practitioners talked about their backgrounds,

several themes

surfaced which began to demonstrate some of the personal
qualities common to these practitioners who embark on this
practice.

These themes are described below.

Intrinsic Motivators
Several practitioners recounted stories of life
experiences which precipitated their involvement.

For many,

these critical incidents happened during their formative
years.

Ray's involvement began when he was a teenager:

When I was in high school, in the early seventies,
I was a student leader and we had a number of race
riots which were very violent, involving knife
fights and various things. It was a pretty serious
matter. I was deeply disturbed both as a student
leader and as a person. I worked with the
administration to get some focus groups and race
relations education and training going that were
open to the student body.
I guess I just continued that.
It's deeply
disturbing to me personally to live in such a
multi-faceted, multi-racial, multi-ethnic world
where people just simply put up barriers against
one another and do not truly come to terms with
the value diversity brings to everybody's life.
So I've remained committed since high school.
Similar to Ray, Sharon encountered events in her youth
which motivated her to become involved in educating herself
and others:
During my semester in Vienna, I was called home
early because my sister's store had been
burglarized and she was badly beaten by four Black
men and barely survived.
This incident spurred my
desire to further understand the anger and
violence I continued to witness from Blacks. I
also knew I needed to understand more about myself
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and my own fear towards Blacks given some of my
earlier experiences.
It's really these life
situations that propelled me into this work and
give me the energy and purpose to continue.
For some practitioners,

the impetus for becoming

involved was based on a personal belief that it was a moral
obligation.

This is evidenced by Peter's story:

It's a very easy, yet mysterious process to me
still.
Doing this work just seems to be what I
should be doing; there's no question about it.
Although I had to reach a certain level of
maturity, savvy, consciousness, and security to do
what I'm doing.
But it seems that for my whole
adult life, issues of justice were very important.
I've always been involved in learning about and
appreciating different cultures especially Black
American culture.
I had my eyes opened wide early
on about the realities of discrimination in the
United States around color.
I remember talking to
a friend about this out in San Francisco when I
went to her presentation.
She was talking about
people who made conscious choices either to move
towards this work or not.
I'm really clear; it
was a totally conscious decision.
I think it's a moral obligation to teach people to
understand the issues of cultural differences and
develop the ability to communicate cross cultures.
It's also important that people really understand
the historical point of view.
Those are my
assumptions. I agree that people can learn and
there are those who don't want to learn.
There
are people who are just stuck.
As an educator and
a therapist, I'm know I'm not going to beat my
head against too many walls about that.
In summarizing,

Peter spoke of the importance of being

in touch with his own emotions about injustice:
As I alluded to before, there's something that
drives me, motivates me, that has to do with
justice and that it just ain't right.
I deplore
injustice that's based on discrimination; it just
infuriates me. I tend to be a fairly gentle person
but I am much more in touch with my anger and rage
around these issues.
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Besides doing what's morally right,

some practitioners

mentioned a desire to confront their own fears and guilt.
In turn, they were motivated to assist others with
overcoming these personal barriers.

Jay talked of these

desires:
I was confronted with what I think is more the
reality, which is that most people view difference
as very scary and are socialized to see difference
as negative.
I'm motivated to say wait, stop,
you're missing a lot here.
They're missing what
can be all the richness of those interactions and
the better quality that comes out of having more
diverse groups together. They're also missing out
in the sense of worrying and being so fearful,
spending so much time keeping separate.
It takes
a whole lot of energy to maintain this stuff ...
that's what has me where I'm going.
Here's where the long term view of self-interest
is for White folks.
It really connects back to
all the values that I've been taught and really
that our nation espouses.
There is a spot for me
with this that's a little different than guilt.
Although I still think, for me, guilt is probably
more of a motivator than maybe it ought to be. In
terms of my own skill development, it is still a
bit of a barrier that I don't know if I'll ever
get over but I've decided I'm just going to deal
with it and keep going.
Although I do see that it
jams me up sometimes.
Later in the interview, Jay described himself being "in
a developmental fog" until he was about thirty.

In his

youth, he was greatly impacted by what he saw and heard.
recounted these personal hurts:
Kids I went to high school with killed Black
people and bragged about it.
It was a rite of
passage for some of them in their subgroups.
At
the time, Black folks were being assaulted and
killed just for trying to get a little piece of
the action in terms of being able to walk on both
sides of the street or use a public beach or
whatever. I was real confused and hurt by them and
didn't know what to do.
But I think those things
still motivate me today.
So since 1974, it's
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He

really been a passion for me to have an impact in
this area.
Several practitioners described the necessity of
recognizing their own self-interest in order to effect
change in the racist practices defining our society.

Wayne

spoke of being motivated by self-interest rather than
concentrating on the benefits for others:
Fundamentally, I'm doing it for me, not for them.
I think it's probably more honest psychologically.
I try not to get in the thing of I'm here to help
you poor folks and I'm going to straighten out
this society for you.
Instead I'm saying, I'm
White, privileged, and people like me have
designed this mess.
I'm one of the ones running
this system and I don't think it's fair.
I'm
probably the only person who could really change
it because I'm on the inside and that's where it's
easiest for me to work.
So I'm just trying to
work on the system.
As a byproduct of that, life is going to be better
for everybody.
I'm basically doing it because I
think it's wrong, I'm guilty about my situation,
and I don't want it to continue.
If you have
these themes, then I think it's pretty believable
and it's not the 'great White buddy' as it has
been called in the literature.
I think it also
helps give you insight? if you doing it for other
people you miss a lot and don't see your own
difficulties.
Later in the interview, Wayne acknowledged his own
degree of arrogance regarding his work.
one's going to tell me I can't do this."

He stated,

"no

Yet, he also

talked about being motivated by a sense of duty:
It becomes a calling - a duty.
I'm not religious
in a formal sense but it's like somebody who has a
call to the ministry or something.
Somehow I have
to do this.
So to me that seems important.
When
I look back at my life or somebody looks back,
they can say he tried, he took a shot and here's
some things he changed.
We don't know if it
worked but at least he took a shot.
Even if it's
all fiction and none of it makes any difference,
it's at least worth an attempt.
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Similar sentiments were expressed when Diane discussed
the intrinsic rewards she felt by participants' positive
feedback:
It's important and something I really feel driven
to do.
I could get into a psychological thing.
I'm not even sure what but it's really a piece of
the motivation.
It's very satisfying to me.
I
don't need it for my ego as far as having people
pay attention to me? that's not the issue.
The
issue is if even one person out of a room changes
something they do towards another person, I feel
that is reward in and of itself.
I think what does nourish and sustain me are the
students who come up afterwards and say thank you,
or they really want to learn how to do this, or
they appreciate you being so inclusive.
Or the
parent who comes up at the end of a program and
says they're just so glad you talked about this
stuff.
They may be few and far between but ...,
like last night there was somebody who said thank
you as they were leaving.
I hadn't even noticed
this person - totally invisible, not saying a word
during the whole program.
They touched my arm and
said thank you very much.
I'm thinking who was
that person?
Those are the things that feel good.
Additionally, half of the practitioners noted that
their own experiences as a member of an oppressed group
contributed significantly to their motivation.

Most

notably, the insights gained from being gay or lesbian added
incentive.

Bob's account was fairly representative:

I was out to myself as a gay man but not out to
very many people. I'm still struggling with this
issue of do I let people know I'm gay.
In looking
back, I'm certain that a large part of my interest
in doing this work was because I too was oppressed
in some ways but not oppressed in the ways people
of color are because I can hide it.
I was not ready to go out and do homophobia work.
I'm not at that place.
I also know that my
struggle against racism is sincere. I don't want
it to sound like I really don't care about racism
because I'm really concerned.
I think all
oppression is linked in some way.
Racism was a
safer topic for me to work on than homophobia.
I
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think what was going on for me personally played a
part in the kind of work I ended up doing.
At times, practitioners' sense of responsibility was
coupled with feelings of self-doubt about their work. Yet,
perceived movement by participants served to reinforce their
commitment to continue as described in Sharon's account:
I don't know if something led me to it.
There's
more reasons sometimes I think personally that I
shouldn't.
Then again, there's no reason why I
shouldn't do it - nothing is stopping me.
I'm
sure I have certain motivations.
I feel propelled
by the fact that I need to do it and nothing says
I can't.
The fact that I should probably
motivates me more than anything.
I feel a real
responsibility.
In part, it just means that I have the energy to
get up and talk about it because it is so draining
and very challenging.
At a real basic level, it's
the sole fact that every morning I get up and just
continue to want to do it.
To me, that signifies
there's some movement happening.
Akin to Sharon's account, Wayne's self-doubt was
replaced by his sense of likely success given typical
patterns associated with being a White male:
Certainly I'm doing it because it's a test of my
background, of my White maleness.
I was trained
that I could do anything. I'm large and I was an
athlete.
While I got poor grades as a youngster,
when I decided to do well in school, I did well.
I've always been successful at whatever I've gone
after. So no one's going to tell me that I can't
do this.
It's a demonstration of my White
maleness that I can work in area that apparently
is very different from what you might figure I
could make a living at and I can be good it. I
think I also enjoy the prestige, the fame, that
sort of thing.
In sum, practitioners identified several principal
motivators:

involvement in a critical life incident; a sense

of moral obligation; personal experiences as a member of an
oppressed group; and a desire to act based on self-interest
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rather than guilt or fear.
they should do this work,

Most practitioners also believed
in part, because nothing was

preventing them from doing it.

While some practitioners

spoke of having arrogance or a high level of confidence,
others overcame self-doubt by sheer will and sustenance from
students' positive reinforcements.

Greater Reliance on Experiential Learning
Most practitioners noted that they had received little
formal preparation or training.

Therefore, they relied less

on formal education or theories as a guide.

Instead, they

stressed that experiential learning was their best teacher
in so far as the amount of knowledge they derived from
actually doing race awareness education.

Yet, their

reliance on experiential learning did not diminish the fact
that theory-based knowledge influenced their practice.
The narratives below are sequenced in such a way that
the reader can follow the pattern of practitioners who most
heavily rely on experiential learning to those who more
fully integrate theory with practice.

Depending on which

theorist the practitioner aligned with, the application of
their practice differed.
First, Pauline described her experience coming into the
practice without any formal training; thereby needing to
rely heavily on guidance from a colleague:
I really had no background or training on actually
implementing a multicultural weekend which was one
of my first challenges.
I worked with a very
talented faculty member who was a teacher of
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communications.
She is a very special, unique
individual who really helped train me.
So with input from students, instructors and
administrators who represented diverse backgrounds
and a lot of hard work, we developed a training
program that we brought to the students.
I did
not have expertise in this multicultural world but
my leader at that time had the inner knowledge and
ability to bring people together and really lay
out what she thought might be some of the
concerns.
Actually we worked together as a group.
I was groping as I went along.
I really felt very
comfortable when I was in the freshman seminar
classroom setting where I did my own multicultural
training.
I identified areas that I thought I
needed to cover and I went very slowly.
I took
three classroom periods to go through what I
believe was the type of training the students
needed which worked out very well for our class
and for me.
But you're in this field, so you
know, many times were doing things by, excuse the
expression, the seat of our pants.
You do the
best you can with the time and resources you have.
Similarly, Kate asserted that the principle of learning
by doing has been her best teacher.

She also spoke of the

guidance she received from a mentor:
I had a mentor who taught me a lot not necessarily
in the area of race relations but more about
tolerance in general.
I've also been involved
with SOAR (Student Organized Against Racism) since
my first days here and have learned a lot from
that group.
I got a lot of "by the seat"
experience and did many workshops there to learn
how to deal with prejudice.
I've developed my own philosophy and have learned
a lot by doing.
At times, I've been thrust into
situations that have ended up as racial
situations.
I keep thinking to myself, I have
always had a lot of common sense which you need
most of the time.
I have learned the theory
behind what things you can do mainly by doing as
opposed to by reading.
She went on to acknowledge that perhaps she should
develop greater reliance on theory.
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Yet, she reiterated

that practical knowledge based on past experiences was her
strongest tool:
I probably should look to theory a whole lot more
than I do.
Again, I have background knowledge but
my own working assumption is that you use your own
practical knowledge and common sense.
When we
start to develop programs, we think about
developmental issues - is this too advanced
developmentally and so forth.
But on a real
practical level, if you threw me into a situation,
I don't think that would necessarily come to my
brain within seconds.
It probably has real
underpinnings for what I would end up doing
because I'm pretty well versed in that kind of
stuff.
However, it's not my be all and end all.
I mean some folks really die by the theory and if
it doesn't fit into a model then they chuck it
out.
That's not where I'm coming from.
The one theory that I talk about, especially when
teaching leadership, is situational leadership.
It makes all the difference.
People ask me what's
your developmental philosophy and I say I take a
little piece from there and a little piece from
there.
It's very eclectic and it depends on what
situation or incidence happens because you can't
fit everything into this mold.
If you could, you
wouldn't need any of us? everything would be
easily solved.
There are times when I'm thinking, wow, Kohlberg
would have just been proud.
Look at this right
here, it's so crystal clear, and other times you
just have to throw theory out the window.
Oh,
sorry, it doesn't work that way.
This flies in
the face of every theorist that ever was.
After Kate reviewed her transcript, she reported,
"being struck by how little formal experience or training I
had.

I really only had the one significant SOAR

experience."

She acknowledged that student development

theory invariably influences her practice.
Another practitioner surmised that he gleaned new
skills and knowledge from intentionally placing himself in
uncomfortable situations.

This type of venue permitted new
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learning to unfold moment to moment.

For Peter, these

learnings were complimented by his training as a
psychologist and a therapist:
Certainly the way I've been trained, the way I've
been effective, and the way it fits with my
personality, is to learn by doing and to intervene
by doing.
Sometimes I am involved in action
before thinking.
In terms of dealing with
discrimination or people who are different from
me, I find myself moving into situations where I
could learn.
I've learned a lot.
The feedback I get from my colleagues of color is
that they appreciate that I'm this safe White guy.
Because of their appreciation, I'm perfectly
willing to argue and disagree ... I'm learning
more and more from that.
In terms of style, I'm
much more willing to offend and then deal with the
misunderstandings then to try and figure out
exactly the right way to say or do something and
feel like I'm in a cloud or fog.
As a therapist, I draw heavily from Gestalt
theory? it influences all of my work.
It means
that people get into trouble when they are
operating on things they are not aware of because
they've discarded parts of themselves.
For me at
least, it really works because it's actionoriented.
It's much more effective than any other
psychological theory.
I look at it as the theory
that education is built on.
It works for me and
it's the one I use on myself as I mature.
Several practitioners described the influence Katz's
(1978)

stage model of White awareness had on their work.

Katz's model prompts practitioners to focus on getting
students to understand the dynamics of racism by accounting
for the roles Whites play in perpetuating a racist system.
Bob's work combines Katz's pedagogical framework with ideas
gained through years of practice:
I think I borrow heavily from her, though as I've
done a lot of workshops over the years, I'm sure
I've probably done some modification and put some
of my own thoughts into it.
I've never really sat
back and figured out what my theoretical model is.
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I do have a road map for myself.
When I do a
training, I have an idea about the stages I want
people to go through.
I think most of us incorporate other people's
theories and models for doing training.
We take
it all in.
Then based on our world view, our own
style and personality, we mold that around
ourselves and come up with something that may be
similar but also has our own touch.
So I think
it's good because my style, my touch, my
personality, my form of communicating, might reach
some people that yours won't and visa versa. I
think it's good to have practitioners out there
who are coming from a little bit different places.
Bob's narrative also accented the amount of knowledge
and skill that comes from repeated practice:
When I think about where I was ten or fifteen
years ago with this practice, and where I am now
in terms of being able to read where people in the
audience are at, I've grown enormously.
I used to
just have my plan.
I had my design, did my work,
and I wasn't very good about picking up cues in
the audience, let alone taking those cues and
figuring out where do we go with this.
A lot of
that has happened just with practice.
As we practice this we get better at it.
When we
first do this work we're so focused on what we're
doing because it's new to us.
We're so focused on
the process itself and what's happening next, that
our antenna aren't really out and aimed at what's
going on with the audience.
As we become more
comfortable, as it becomes more second nature, we
can focus more on the audience.
Part of it comes
with practice but part of it comes from working
with other people who are really good at
understanding an audience and help me to see the
cues and clues that are out there.
When I think about myself, nobody really taught me
how to do this stuff.
I decided it was important
and I had to come to grips with that.
Then I
attached myself to several people who were
mentors, who I modeled myself after.
I remember
the first few workshops I did, I virtually copied
my mannerisms from someone that I thought was a
good trainer.
I stood like he did, I talked like
he did.
Over time I developed my own style, it
became mine.
So read, be introspective, talk to
as many people as you can, and practice.

When formal training was referred to,

practitioners

often spoke of their participation in seminars or their
attachment to the framework of one or more theorists or
scholars.

In Roy's description,

he also referenced the

influences of Katz's work:
The formal training has come by attending as many
educational programs as I can.
I've participated
in Charles King's seminars and spent numerous
summers at the Institute for Intercultural
Communication studying under some very prominent
people in the field of race relations.
So that's
been my formal training.
I guess personally just
staying abreast of the literature, reading and
exposing myself to as much as I can....
My philosophical assumptions are influenced by
Judith Katz and her work on White awareness.
I
take a similar stance in that racism is a White
problem because Whites created it, perpetuate it,
and benefit from it.
As part of that, I have an
underlying assumption that because Whites have
been in the majority position, they have not had
the opportunity to come to terms with what it
means to be White, and what they have to do
individually and collectively.
My process and
exercises are designed to give Whites an
opportunity to understand their Whiteness and
their role in this work.
Later in the interview,

Roy stressed that his hands-on

experiences had played a significant role in cultivating his
practice:
I think I learn a great deal when I go out to do a
program.
There's always someone in the audience
who shares something very profound and very
meaningful and very sensitive and it certainly
broadens and enriches my world.
So I think all of
those things have influenced my transition and my
evolution in this practice.
Sharon's motivation for pursuing a doctorate was
partially influenced by her sensing the need to acquire
additional theory-based knowledge.
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She mentioned being

drawn to identity development theories,

particularly Helm's

work:
I feel like I've walked in the back door a little
bit.
I definitely have jumped into anti-racism
work by means of more practical situations.
Only
now am I starting to apply the theory.
It's
discovering when I did that, I was really meaning
this.
After only two months of being back in
school I'm recognizing it because they didn't have
the theories when I was in my Masters program.
That was eight years ago, maybe it was just
starting to develop.
A big reason to come back to
school is to continue this work for myself and to
have a real theoretical base.
So I don't know if I can talk to you about the
theory as much as I can about maybe why I do what
I do on a practical level.
I love White identity
development theory.
I think that I will take it
with me wherever I go as well as Janet Helm's
work.
Those two probably stick out most in my
mind.
In detailing the role of both formal and informal
learning modalities,

Lynn referred to the impact of

discovering Helms'

work;

As stated earlier.

Helms'

then working directly with her.
(1990)

identity development theory

puts forth the framework that White identity is formed based
on the impact of interactions that Whites have with Blacks.
Therefore,

we can presume that Lynn's practice reflects this

framework:
I'll start with formal because that's easier but
informal is something I wonder about a lot.
Largely by chance, I wound up at a counseling
psychology program where Janet Helms was and, by
chance, ended up on her research team. I'm really
a big by chance person.
That's how I met Janet,
something to do with women's issues.
The research team dissolved about two weeks after
I met Janet but I realized I wanted to work with
her.
At the time I was working on my master's
which had to do with gender.
I guess perhaps out
of some sense of propriety, I thought maybe I
should read my advisor's work.
I read about White
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racial identity and it put a name to some
experiences that I've had.
It just seemed to
connect a lot of things for me.
So formally then I decided to do my dissertation
in the area of White racial identity.
I took a
course on multiculturalism but really focused in
on White racial identity with Janet.
I realized
that there wasn't a whole lot formally out there,
particularly in terms of people to seek training
from.
So I decided that I'd be doing my
experiential learning and that's kind of how it's
been since then.
I mean the groups that I've done
feel like my textbooks, this is where I'm learning
about what's happening.
Now informally, I think I just have a searching
for meaning in life mentality.
When I was little
I knew there were some things that didn't make any
sense.
That's just been a consistent experience.
I try not to psycho-pathologize it too much but I
just knew that things were different then the way
they were presented.
It didn't make sense.
I
didn't understand why there always had to be poor
people.
I guess you'd say I grew up in a pretty good.
White liberal family, the right causes and
everything like that, but nothing made sense.
I
knew that but I didn't.
It really wasn't until I
had the framework of White racial identity
development model that I was able to just put a
name on it.
I've searched for a long time for a
way to make sense out of things and this is as
close as I've gotten.
For other practitioners,

the Black identity theories,

such as those authored by Jackson
influenced their practice.

(1976)

and Cross

(1971),

These theories assist White

practitioners in understanding the experience of Black
Americans.

John utilized these theories to grasp the origin

of Black rage and it's

justification:

I haven't really dealt with rage, although the
racial identity development theories have been
helpful to me with this and my skill development
in terms of dealing with this issue.
For example,
in working with angry Black folks, my skills have
developed over the years to the point that I'm
pretty good at that now in terms of not getting
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all messed up myself but still doing a good job in
terms of my work.
I may not be particularly
helpful in terms of helping them but I hope so, in
the long run.
Studying the racial identity
development stuff has been real helpful to me in
that regard and makes some sense to me, for both
people of color and White folks.
In addition to being influenced by identity development
theories,

John's beacon is the ideology of self-interest:

I guess people operate in terms of their selfinterest.
I don't know if people tend to do this
but I suspect maybe they do.
But our society is
definitely a short term, horizon kind of operation
which plays into racist stuff pretty well.
So if
the whole notion of self-interest can be
understood ....
Further testimony as to practitioners'

dependence on

the existing linkages between theoretical and practical
knowledge is evidenced in Diane's words:
Without getting too rigid about it, I do believe
that the majority and minority identity
development models that Helms, Cross, and others
have done are very useful.
Obviously you can't
stick to that completely because there are a lot
of variables but I think the general idea that
people go through stages of awareness is very
helpful for me.
So if I'm doing a group and I
know that they are in the pre-encounter stage, I'm
going to approach it a lot differently than if
they are further along.
I also would say student development theory, in
general, is helpful in thinking about what's
important to people, what the motivation is, why
they should care, developing a sense of moral
development - this is right versus this is
something I really need to know.
So I use all
that and try to get as many hooks as I can from
the stuff that I've read.
It's back there in my
head somewhere.
I believe I use a good deal of
psychological theory as well as some of the
counseling techniques that I've seen as I've read
through the theory books.
I probably use a lot
more of that then I realize.
Then I think it's a question of feeling more
comfortable and having more experience under your
belt.
Suffering through some bad experiences.
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It's just a learn from doing, I believe.
I don't
think you can do it any other way then to just get
out there and do it.
It's just doing it, learning, gathering more
material, watching other people, talking about it,
figuring out that, yeah, I really can do this....
It's very complicated because a lot of it has to
do with technique, knowledge, and skill but the
other part of it is personal development.
Probably my more difficult interventions have been
the most useful because they're the ones that when
I go out from them, I continue to think about how
I can reach that person.
In sum,

most practitioners professed that their

practice grew out of their actual experiences in the field.
As practitioners engaged in the process of learning by
doing,

they sometimes mimicked the practice of theorists or

practitioners whose teachings they found influential.

In

applying theory-based knowledge,

practitioners relied on

several theorists;

(1978)

awareness,
model;
(1976)

citing Katz's

Hardiman's

Helms'

(1990)

(1982)

White identity development

model of racial

identity,

Black identity development model;

theory of Black identity.

model of White

Jackson's

and Cross'

(1971)

Depending on the theory base,

differing perspectives were achieved by the practitioners.

Practitioners'

Own White Identity Development

A central focus for practitioners engaged in the
practice of race awareness education was attending to their
own racial

identity development.

Most practitioners

reported being continuously involved in the formation and/or
reformation of their own White identity.
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This process often

results in professional and personal isolation as described
by Lynn:
I've been dealing with my own White stuff about
why is it so hard to make connections with other
Whites about this and what that means.
I have a
lot of very supportive colleagues and friends who
are people of color but I need to deal with White
people about this as well.
The issues are isolation, as I keep reiterating,
but then also the other big challenge, at the same
time, is my developmental process.
I sometimes
think this work would be a lot easier if I was
just all done with my own stuff.
I could stand on
top of the mountain and explain it to people.
I
guess that's how somebody in my field thinks about
it, the countertransference is always with me.
As this topic unfolded, Lynn spoke of the complexities
involved in relating to other Whites:
One of the ways in which my practice has changed
is realizing how incredibly important empathy is
and needing to do my own work on why is it easier
for me to be angry then to empathize with my
fellow White people.
What are the dangers in
that?
I need to work through these issues.
To go back to the example of being able to be
emphatic, that was my first clue that I really
needed to be more empathic with myself in terms of
being a White person.
Not that I'm never in this
place but at least I don't live there permanently,
just feeling responsible for and angry at myself
for everything that White people do.
I have really had to work on developing some more
empathy for how it got to be this way and how I
was taught things.
How could I as a seven year
old have sorted out which messages I should pay
attention to in my environment and which ones I
shouldn't and grieved some of the craziness that I
learned. That has been a big developmental theme.
I think another theme is coming to terms with the
fact that it's never done.
This is the way it is,
it's part of the landscape of life.
Lynn also alluded to some of the developmental
challenges of co—training with an African American
colleague:
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About a year ago, we just wound up doing a lot of
different workshops for very large groups of
people in November.
We were totally burnt out
which was awful.
I think what happened was our
defenses were down and we could really see a lot
more of the potential for pain or I shouldn't say
potential.
We really could not take care of each
other.
For me, that meant really looking at how much I
was expecting her to take care of me and how much
I was not understanding some of the differences in
the nature of the pain that we each experience in
doing these workshops.
That was pretty painful
but it was also something that we've been able to
work through.
It was one of those sobering
developmental moments when you say, my god, this
is hard.
Many practitioners described feelings of uncertainty,
fear, and discomfort in serving as a White role model.

For

Kate, the issue of having to prove herself in terms of
commitment and competency was central:
When I first got here I was the one that led the
committee on Black history month.
I had some very
frank and open discussions with some students
about whether it was okay for me as a White woman
to do this.
I don't have all the answers....
They tried to understand where I was coming from.
I kept on telling them, I'm here as a support for
you, as a resource, and I will do as much as you
want me to do but you need to tell me what
direction to take because I won't even purport to
make the leap that I could set the agenda for you.
In considering formidable challenges, Kate recounted a
time when she was labelled a racist for taking judicial
action against some Black students.
with others,

This incident coupled

led Kate to be able to trust herself:

Of course, being a White woman, it's a lot harder.
There's not a lot of acceptance until you've
proven yourself. I've sat on this committee in the
county for five years now.
They're beginning to
realize that I either know what I'm talking about
or I'm committed or something. At the beginning,
they kept on looking at me and saying why is she
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here.
I realized that I was very hesitant to even
speak because I didn't feel that I had as much of
value to say, as they certainly did.
They were
the experts and why would I even open my mouth and
make a suggestion.
But it's come to the point
where now I'm feeling more comfortable to do that.
People challenge you all the time and you have to
prove yourself.
People look at you and say, what
are your credentials?
I haven't even given you
any credentials, that's pathetic.
What I'm saying
is that I really don't have any credentials and so
what can I profess to know.
Someone looking at it
will say what gives you right to tell me how to
deal with another person of another color.
That's
a tough challenge.
I've had some very poignant
and very tough discussions about these issues with
multicultural educators and with others.
But I
keep on second guessing myself too, saying if I'm
going to have a workshop on X, Y or Z do I need to
bring in someone of color?
Practitioners shared the commonality of being in
situations which generated feelings of discomfort,
apprehension and suspicion.

Pauline recalled a situation

which "made a lasting impression upon me":
When we bring in the freshmen, I'm somewhat of a
stranger to them.
We have to work together to
build up a sense of trust.
I believe I've been
somewhat successful in that.
I've had experiences
of late, where I've been invited to a freshmen
class meeting and found that most of the class
members, well actually all of them, were minority
students.
Here I am this White female, grandmotherly type,
so many strikes against me, what can I do?
I felt
they were apprehensive about my presence.
I did
not really feel that I was welcome by many of
them.
However, I felt it was my responsibility
and my desire to share my knowledge and expertise
with them. I wanted to make them aware of the fact
that the freshman center is a place I would like
them to come to and hoped we could do joint
programming together.
Similarly,

Peter perceived that his being White

created feelings of suspicion as to his motives and
capabilities:
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Every time I do racism workshops someone says,
either directly or indirectly, why are you doing
this?
What's in it for you?
There's some
credibility issues or suspicion, maybe it's
suspicion, that are really important to address.
I can't address it in any other way than how I
know ....
I don't think I teach as a know-it-all.
In fact, I know I don't teach as a know-it-all.
I
teach as someone who knows himself.
Many practitioners stated that they were attentive to
what influenced their own racial identity development,
mindful of the gains and challenges they faced.

Sharon

describes the influences she experienced working with
homogeneous and heterogeneous groups:
As a White person, doing anti-racism with people
of color, the challenges and rewards are certainly
very different (than White-on-White work). The
challenges are getting to a meeting place, finding
a common ground, getting through some initial
trust building, and having them feel that I am
approachable and willing to do this.
I think it
also can be very powerful for students of color or
colleagues of color, to have someone White be very
passionate and very real about the work.
I think
to see a White person willing to grapple with that
certainly stands out in some people's mind.
At
least I believe that, and I've been told that.
In some ways I almost feel, this is interesting,
more closely bonded and sometimes even safer with
people of color....
The challenge with Whites is
getting them to a point of even recognizing power
and privilege issues, what that means, and how it
effects you and your relationships.
With people
of color, I come in sometimes with the assumption
that we're going to be able to dialogue with that
in mind.
They are going to challenge me on some
of that and I'm going to challenge them back.
So
there is a whole different way of being in that
sense.
I feel very passionate and strong about doing work
with White people.
I've known a lot of White
students, colleagues, or professionals that
struggle, as well as myself, every day.
So doing
that really brings this together in a sense of we
can really help each other and continue this
struggle together.
It's not easy but there's a
sense of support there.
So it's real different
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ways of support and challenge on both ends as a
White person.
By being able to give voice to her own process in
developing a racial identity, Diane believed she could serve
as a role model for other Whites:
As a White woman, I bring a unique experience into
the training because probably more people are more
like me in the room.
If I can help them move
through the process that I've moved through it's
going to relate more.
I shouldn't say that
because that's really a value judgement, but I can
facilitate that movement and growth in a way
that's different than an African American would.
Several practitioners noted that a significant turning
point in accepting their dominant identity came from more
fully understanding the role of power and privilege in
maintaining racism.

Wayne told of how he takes advantage of

his status as a White male:
Take whatever your race and gender is and any
other associated role, understand how you come
across, and use that to your advantage.
I'm
always a White male, one of the power elite types,
as I'm doing this work; I understand that, I come
across that way, and it's a big advantage to me in
my work.
If I work with somebody else, typically it's of
another gender, race, etcetera.
We get together
to see how would we combine to get at the issue
based on who we are as team and how we want to
play this.
We use our roles very heavily as part
of what we're trying to accomplish as we get from
point A to B to C whatever.
That's just part of
it, we're just tools.
So I heavily use that as a
concept and it isn't just chance....
Back to the power and control, despite being a
White male, I can't run everything.
I can't tell
someone over in the institutional research office
what to do.
That wouldn't probably be possible,
even if I wanted to.
I think the best way to
model for people is know what you are about, do
good work, and then make sure people know about
it.
It's the best way to keep after things like
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racism.
flash.

The worst thing to do is to go for the

One practitioner described his process of moving beyond
guilt to attain a healthier racial identity.

In his

narrative. Bob conveys a desire to achieve a sense of pride
associated with being White:
There's a great Chinese proverb I read a few
months ago that says something like we see what's
behind our eyes.
That's exactly what this is
about.
I don't see what's in front of me.
I
biologically see what's in front of me.
But what
I really see is the filters that it goes through
between my eyeball and my brain which includes
part of who I am in terms of being White.
It
includes my gender, my sexual orientation, the
fact that I grew up on a farm in Iowa, I came from
a two parent home, I have one sister ..., all of
my experiences go into make up those filters.
My
experiences are different from anyone else's
because of all of who I am.
I think this work is getting people to understand
that they have filters, what those filters are,
and then how those filters get in the way of
understanding reality.
If I see the world through
my White male cultural filter, which I do, I need
to be aware of and understand what that filter is.
I don't want to feel guilty about it? this isn't
about guilt.
I refuse to be guilty for being a
White man.
I didn't choose it.
I want to be able to celebrate being a White man.
At the same time I want to understand how my White
male filter holds me back.
If I could get rid of
some of those filters or incorporate someone
else's filters, I'd see things the way I've never
seen them before.
It would open up whole new
possibilities for me.
I don't want to teach
participants about something that's out there, I
want to teach participants about something that's
inside themselves.
What are your filters?
Which
I think then allows people to reduce their guilt.
Practitioners reported more confidence to serve as
educators and role models once they recognized the
influences that stirred their own forward movement in
forming a healthy racial identity.
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As a part of this

process, practitioners wrestled with issues of guilt,
isolation,

self-esteem, and competency.

Practitioners/ Student Affairs Role
The role of student affairs professionals in advancing
students' knowledge about issues of race is unique within
higher education structures.

In describing this uniqueness,

practitioners vocalized the benefits and limitations
accompanying a student affairs position within the higher
education academy.
One central theme which emerged was the lack of
credibility bestowed on student affairs as a viable
profession in general, with a specific question about its
capability to provide race awareness education.

Lynn's

narrative expresses this concern:
Faculty people have more credibility even though
faculty people doing race work clearly get
disrespected.
However, a benefit of doing it
through student affairs is that you have more
leeway then, for instance, if I were teaching a
class.
In speaking of the benefits and limitations of
facilitating the practice through a student affairs role,
some practitioners expressed concern regarding the need for
race awareness education to be part of the overall mission
of the institution.

Roy's analysis suggested this need:

For me, there are certainly pros and cons but I
think the pros far outweigh the cons.
I think one
of the pros is that there is somewhat of a captive
audience.
We're here to educate students, to help
them through their developmental issues, and to
help them achieve a sense of identity, autonomy,
and a place in the world.
It's nice to be a part
of a student affairs organization because it's
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this work that weaves in very nicely as part of
the overall mission particularly when we start
talking about the changing demographics and
workforce 2000.
In terms of cons, I think that in order for this
work to be effective I don't think it needs to
just be a student affairs issue.
It needs to be
an institutional issue. By that I mean it needs to
be infused into the curriculum.
It is difficult
for a student affairs practitioner to convince
academia why this is valuable in the curriculum.
So there's not as much power as a student affairs
practitioner in terms of the whole institutional
effort and commitment.
One practitioner emphasized the need for people outside
student affairs to understand the central mission attached
to student affairs work.

John cited several illustrations:

I guess the benefit is that we can get away with
it. In most places it's connected up with our
mission somehow.
So that's a hook that you can
hang on to.
I was just reviewing something we did
called Diversity Awareness Week, ... there was
this tremendous controversy that the newspaper
picked up and made bigger than it was.
There was
real controversy about why the housing department
was putting money into it, good rent money.
Or we have a class advocate program which is
thirteen undergraduate and two graduate students
who are devoted entirely to assisting primarily
African American students in their adjustment and
success here.
Why do we spend a lot of money on
that one population?
What's going on here?
There
are people who think the class program is
ridiculous and should never be.
What's a stretch is taking it to the classroom.
It's part of this whole professional identity
crisis; we're off on a mission that's understood
by very few.
The difficulty really seems to be
that we don't have a whole lot of credibility
outside our circle.
Within our circle, we either
have credibility or we're tolerated.
Outside our
circle, especially at an institution like this,
our role is widely misunderstood, in a thousand
different ways.
There isn't even one common
misperception you could go after.
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Analogous to these concerns,

some practitioners felt

frustrated by the marginalization of student affairs as a
profession.

For Sharon, the lack of institutional support

meant that education happened in isolated pockets:
We're doing this work with students within an
institution that might not support it necessarily.
In one way, they speak about it... but in another
way, I'm getting messages from the institution
saying "oh that's good" but it feels placating.
I
haven't seen real efforts in the institution to
change.
It gets me real bummed.
Sometimes I have
those days when I ask why am I doing it?
Is this
worth it?
Is this ever going to do anything?
I
guess I continue to do it because I do believe
that.
I probably hang on to the changes that I
see in the students more so than the institution.
Later I want to go back into an institution and do
more institutional change rather than what I call
spit fire, touch base and run, work with students.
That's frustrating for me.
I was just talking to
some colleagues here about student affairs as a
profession - we talk about multiculturalism and
racism as a student issue. I think we've stayed
very limited within our own field.
Partly for
historical reasons, student affairs hasn't always
been recognized as a profession.
Similar critique was offered by another practitioner
who spoke of the capability of student affairs professional
to work amidst institutional invisibility.

Diane's

appraisal follows:
There are a couple of disadvantages.
First, there
is a power base.
Unless you've got somebody whose
very supportive of student affairs or a campus
that is, you might not be perceived as having
enough power....
But the advantage of being in student affairs is
that we've had training on how to be good
educators....
I think we have the advantage of
knowing about student development theory and
counseling theory.
Those are very helpful to
construct the kind of interventions that we do.
I think student affairs people really are the ones
who look at the entire institution much more so
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than any other part.
Upper level administrators
are looking at the whole institution but from a
completely different point of view.
Student
affairs people are saying, wait a minute, we are
in the business of determining how we can best
educate students and the community.
Several practitioners embraced the idea that student
affairs professionals are not perceived as very powerful or
important.

Wayne discussed how he used this perception to

his advantage.

In addition, he described strategies for

changing this perception:
The relative powerlessness of student affairs can
be viewed as powerful because people then aren't
as worried about you.
You're not going to take
them over either physically or intellectually
because it's not a serious area.
So sometimes I
use that.
I try to show that a good student affairs
professional is also a scientist, does research,
has all these things behind them.
It's not enough
to just be a bleeding heart.
I thought it was
neat when somebody called us professional human
beings.
We should be doing the substantial stuff
because otherwise we're cutting off our future.
I try to demonstrate all those things and likened
student affairs to the academic side.
Probably if
we're going to be any good at what we do,
certainly in this area but maybe any of the areas,
we have to enhance our work as academics. We have
to know about all this stuff and avoid fads and
flashy looking things.
One practitioner addressed the contradiction of
proclaiming that race awareness education is a central part
of student affairs' mission when so few White practitioners
are engaged in this endeavor.

Bob offered the following

critique:
I don't assume that lots of student affairs
practitioners, maybe even most, really understand
the issues around oppression and racism.
I'm
sorry to say but there are some really good
student affairs practitioners out there who have
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the skills that you really need to be student
affairs practitioners - they understand student
development, they're good in their practice, they
have good organizational skills but they aren't
grounded at all, don't really understand issues of
oppression, let alone have the ability to help to
educate others.
Now there are many student affairs practitioners
out there whose values are in the right place.
They do pretty well understanding how pervasive
racism and oppression is and the importance in
bringing that to their students but don't really
have the background and skills to do it.
It seems to me in our profession we have set up
certain people as the folks that have the
knowledge and the gift or the skills to do this
kind of work.
So you know how it is, we get
called on all the time.
We probably need to do a
better job, we being not just you and I but the
profession, of building that level of skill among
all people.
But we have organizations now where
it's just easy to call someone who does this work
to come in and do it for us.
Then they don't
really have to thoroughly understand this because
they know someone's going to come in and do it for
them.
I don't mean to bash our profession because I
think in terms of our standards, ethics, and
training that diversity is high profile as
compared with many professions....
I'm proud to
be a part of a profession which pretty much wears
its values on its sleeve and is up front about it.
But, like many other people, we sometimes talk a
better game than we practice. I think that's where
we are.
Overall, practitioners verbalized mixed sentiments
about the practice of race awareness education via their
role as student affairs professionals.
identified several benefits:

Practitioners

1) student affairs considers

race awareness education central to its overall mission;
2) proprietorship of knowledge in the areas of student
development and counseling theory; and 3) control and
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flexibility as to how to facilitate educational
interventions.
Practitioners cataloged several limitations
accompanying their student affairs role:

1) the isolation

resulting from not having their diversity efforts be an
integral part of the institution's mission?

2) the level of

misunderstanding of student affairs by external groups? and
3) the difficulty of establishing credibility as educators
and/or moving into the classroom.

Assumptions About Today's College Students
Practitioners' convictions about their work are swayed
by the inherent assumptions they espouse about traditionalaged college students.

In creating a sketch, Lynn offered

one of her assumptions:
This assumption is true for white students and
students of color but let me say it for students
of color first because I think it's a little bit
different.
In particular, students of color are
very conscious of the fact that people could be
all over the map in terms of where they are with
their own racial identity stuff.
I assume that
with White students too, except that my experience
has been that the range is quite truncated.
The
choices aren't quite as many.
I haven't had a lot
of surprises about that yet.
In describing his impressions of today's students, Roy
believes they are more racist compared to his generation:

I have to ask myself is it my age, is it the
geographic difference, or is it just the students
today.
If I'm going to answer the question, "are
students different?" since I can't answer whether
it's any of those other variables, I'm going to
say that I find students to be much more racist
today than they were when I went to school.
They
have a lot of investment in perpetuating racism.
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There's much more hunger for hoarding the entire
pie, if you will, and I'm not sure what that's
about.
It's disturbing to me, but I think they
are more racist.
He went on to describe how this belief informs his
practice? specifically appealing to students on the basis of
fitting in with today's workforce rather than their moral
conscious:
I wish I could go out there and inspire people
because it was the right thing to do and they'd
believe that.
Particularly when I'm working with
students here, I'm real upfront about the
workforce 2000 demographics.
Some day they might
be reporting to an African American supervisor,
co-worker, and so I often package the work from
that standpoint.
If I can get them to understand
it's just the right thing to do as human beings,
that would be great.
So I lean on that pretty
heavily just so I can hook them and they can
identify some need because they don't see it.
One practitioner portrayed today's students as "naive
and optimistic."

In his narrative, John conveys the basis

for such a portrait:
The assumptions I make about students, I guess
these would be stereotypes, no question about it,
is that most of them, from an ideological
perspective, have heard all of this stuff about
it's a free country, everybody's created equal,
you can be anything you want to be.
They really
believe it for themselves and also for others.
So most of them, and again I'm really unfairly
grouping people here together, would not see
racism or sexism or heterosexism as real issues.
They would see them as phoney issues because, of
course, they believe you can work hard and get
ahead.
Another practitioner felt her view of students was
shifting in order to try to keep pace with societal changes.
Thus, Kate recounted a number of puzzling issues:
Things have changed dramatically, so how we handle
them has to change dramatically.
We're seeing
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level two and level three kinds of concern that
are much more complex.
It used to be an upheaval
on campus if varied music wasn't part of Spring
Weekend. That level has been resolved now.
Things are changing and it's going to continue to
change because the power base is changing.
I
don't know even know where we're going to end up.
Our students are having different experiences out
there in the world and we need to make sure that
they're prepared differently to go back out into a
changed world because, it's true, White men are
not going to be in control much longer.
What does
that mean?
I'm not sure I have the answer to
that question.
Several practitioners struggled to articulate what they
perceived as the defining characteristics of today's
students.

Overall, Diane believed that student haven't

changed that much, but her depiction suggests several
conflicting attributes:
I've seen a lot more materialistic ambition.
In
other words, I'm doing this because I want to get
a good job and make a lot of money.
But I've also
seen what I consider to be a refreshing number of
students who say, I want to be better at getting
along with people or I want to learn how to solve
problems better.
I read "Generation X" and I'm
not really sure I buy the fact that people have
changed all that much.
They're here to learn what they need to learn and
get out and find a job.
We haven't turned into a
trade school yet and I don't think we ever will
but I think the motivation has changed.
Instead
of coming in and saying, I want to become this
liberal arts person, they say, in four years, I
got to get out of here and get real.
Part of
getting real is the continuing awareness that I
need to get along with different kinds of people
and doing this training is going to help me.
There's a lot of pros and cons about how much we
see of the world on TV.
It certainly has changed
the approach I use because I realize that people
have not been trained to pay attention.
It's
short bursts.
A lot of what I do is really
address that by forcing them to concentrate on
something for more than seventeen seconds.
I talk
about their speech patterns and what I see as
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these bursts of communication where they talk real
fast and then they stop.
I really hammer on that.
I'm very confrontational about how that comes
across.
One practitioner characterized students as open,
receptive, and impressionable.

As a result of holding this

belief. Bob talks about the joy he experiences in working
with this population:
Frankly, I enjoy the work with students more than
I do with staff.
As you know, to be effective in
this work, it's helpful to work with participants
who are willing to let go, to let down some of
their defenses, and be honest.
In my experience,
students are more likely to be honest about their
feelings and attitudes about issues of race than
other people are.
They're more willing to take
risks and debate or argue with me or other people
in the audience. Often times, professional people
have a staid presence? they need to be careful
that they look good with other professionals.
While students, often times, don't come in with
that kind of baggage.
Also, if we can really light a fire under students
with regards to issues of racism and other forms
of oppression, they're more likely to run with it
given their energy and optimism.
It's rewarding.
Again this is generalizing, but more often than
not, students haven't thought through these issues
as well as professional staff have.
Their ideas
are half-baked.
They tend to view things more as
black/white, right/wrong.
So during the course of
a session, I think students are more likely to
move from point A to point B.
The distance
between point A and point B is likely to be
further which is rewarding for the trainer.
Bob went on to provide a contrast of today's students
to those of earlier generations.

The need to get today's

students to recognize their own self-interest was
highlighted:
Most students will only truly change attitudes and
behaviors when they are convinced of their selfinterest.
Back in the 1960's, when the issues
were peace and justice, most college students were
really fighting for these issues for great
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reasons.
It was a time of Martin Luther King and
the anti-war march; you just fought against these
things because they were evil and it was the right
thing to do.
There are certainly many people like
that today.
But at least for the students I run into, the
bottom line is what's in it for me.
You convince
me as a White student that I pay a price for
racism, that I have a stake in this, then I'm more
likely to change my attitudes and behaviors.
If
I'm not convinced, I'm likely to be patronizing
and insincere.
I will do things when it's
convenient for me and when it's not convenient for
me I won't.
I'm not going to go out of my way.
Many practitioners acknowledged that in order to
strengthen their understanding of the needs of today's
students regarding race awareness education, additional
assessment should be conducted.

Lynn's narrative is

representative;
Certainly there has got to be more effort and
emphasis placed on finding out who they are and
what their issues are because it's just changing
dramatically.
I try to focus on what the issues
are that they come to college with? the different
struggles that they have; and what faces them once
leave college.
How students perceive their own
future really impacts how they spend their time in
college and what they are and are not willing to
work on.
I guess an assumption of mine is that
there's always more we can learn about the
students and we have to continue to push ourselves
to know who they are.
Personally, I think maybe
I've relied too heavily on my own assessment but I
know I don't hear everybody either.
In sum, practitioners intimated that the developmental
issues confronting today's college students span an immense
range from a readiness to engage in race awareness to a high
degree of resistance often attributed to lack of awareness
of their own stake in unlearning racism.

Historically, some

practitioners perceived a noticeable difference in the
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values of today's students while others perceived very
little change during the last few decades.

Summary

In reviewing the profiles of these White student
affairs practitioners engaged in race awareness education,
the data illustrated several defining characteristics and
commonalities.

The central themes are as follows:

- Practitioners' motivation to teach about racism was
primarily intrinsic in nature.
sense of moral obligation,

Motivators such as a

a critical life incident, or

being a member of an oppressed group prompted
practitioners to serve as race awareness educators.
- In terms of knowledge and skill acquisition, most
practitioners had very little training.

Practitioners

relied heavily on the principle of learning by doing.
- Practitioners' reliance on the work of a diverse
group of theorists signified some differing ways of
approaching the practice.
- Practitioners paid particular attention to mapping
their own continuous process of forming a racial
identity.

This process requires practitioners to

grapple with personal issues of guilt and fear and
professional issues of isolation,

self-esteem and

competency.
- The context of working within the student affairs
profession provides practitioners with benefits such as
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having race awareness education as a central part of
its mission.

At the same time,

student affairs

practitioners feel limited and isolated by the lack of
support and understanding of external groups.
- Practitioners hold somewhat contradictory assumptions
about where today's college students are
developmentally in their understanding of or caring
about racism, ranging from high degrees of receptivity
to high degrees of resistance.
In disclosing their background, most practitioners
revealed vulnerabilities and insecurities associated with
seeing themselves as race awareness educators.

Yet,

practitioners spoke with conviction about their motivation,
desire, and unwavering commitment to educating themselves
and others about issues of racism.

They conveyed a sense of

optimism about student affairs ability to continue to make
inroads in enhancing these educational efforts for students
as well as for the broader higher education community.

Section Two: The Practice

Within student affairs, the venue in which student
affairs practitioners conduct the practice of race awareness
education is extremely varied both at the individual and
group level.

Practitioners appreciated a chance to describe

the form and shape their practice takes.

In doing so,

themes emerged which supply texture to the ways in which
practitioners develop pedagogy and execute the practice.
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Delineating What Constitutes Practice
In defining their practice,
fall

some practitioners can

into the trap of limiting their practice to the one or

two most commonly recognized forms.
narratives in this section show,
encompassed a myriad of forms,

As the practitioners'

what constitutes practice

as evidenced in Lynn's

narrative:
There are two main things that I do as far as
student affairs goes.
One is running or actually
co-leading a White race identity group. When Judy
and I first offered it about three years it was a
support group.
After about six weeks, we realized
that in the future we'd be billing it as a race
therapy and support group so we would have license
to do a little bit more of what needed to be done.
It's a group for White people who really want a
forum to try to globally explore racial issues.
But really the way I think about it is, it's to
start to look at the affect around their own
identification as White people or usually their
lack of identification as White people and to deal
with what gets in the way of owning what that's
all about.
We've tried it different ways, but
regardless of how we set it up, those groups
usually run for a year with the same people.
That's been tremendously gratifying.
The other thing that I do is workshops on campus,
off campus, faculty, students, or what are
typically mixed race groups.
I base it a lot on
White racial identity models, which I draw
primarily on the work of Janet Helms but also Rita
Hardiman and Bailey Jackson.
Again, it depends what the people who invite me to
come are looking for but actually it doesn't
depend that much on it.
Usually I wind up doing
the same thing of really talking about denial,
defenses, and try to raise some consciousness.
My
main work is trying to reach Whites and give them
some framework to make sense out of their
experiences in the hope that they can make sense
out of it and get some empathy.
Then they'd start
working on it.
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Some student affairs practitioners have crossed over
into the academic arena.

In addition to workshop offerings,

Roy's narrative described a course he teaches:
I teach a course for an all White audience called
White Awareness which focuses on some of Judith
Katz's work.
What's unique about that is Whites
generally don't have a opportunity to begin to
look at their Whiteness.
I mean we all look in
the mirror in the morning but we don't necessarily
see ourselves as White, where as Blacks are
confronted with their Blackness every day, in
everything they do.
When I work with a mixed audience, I open up
dialogues and provide the opportunity for Blacks
and Whites to understand their different styles in
communication which, by the very nature of being
different, can end up in conflict.
I just look at
the whole issue around communication styles and
patterns.
I do a program here called Black/White
Dialoguing which gets at some of those issues.
It's influenced by some of Thomas Kochman's work
who has written a number of articles and a book
titled Black and White Styles in Conflict.
One practitioner highlighted the fact that her work
combines campus activities with community involvement.
Kate's integration of these varied activities follows:
I think it makes a big difference that you go from
being a role model, to actually being able to lead
a workshop, to doing something in the community,
and having it all tie in but not necessarily be
because of one or the other.
The community work
has a lot of bearing on the campus community.
The
larger group dynamic is what's important here for
then being able to do individual work.
I think
the community work outside is just as important...
to get our name out there.
Also, to get our
students involved in community work and knowing
that outside of our walls there's also the same
issues that are going on within our walls.
I've become involved in all kinds of Boards. I sit
on a county African Heritage Committee Planning
Board and I'm pretty much the only White woman on
there which is pretty interesting.
I've brought
our students to their ceremonies so they can see
and learn from the history of the people involved
in the committee.
We have a woman who's been
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involved in the NAACP for fifty some odd years.
Just the history these people can bring to our
students is amazing.
So it gives them a
historical context.
Similarly, we have a Youth
Theater that's based out in the community... it's
the biggest piece of our programming area.
Kate cited other programs,

noting "nothing's typical":

I've worked with student government and other
groups to form coalitions and to sponsor parties
and activities that broaden awareness.
We go
beyond that in a lot of ways.
We have an
Intercultural Center on campus that is an actual
residential living area that started six years ago
with a grant from Pepsi-Cola that has acceptance
of differences as its basis.
We try to do
programming there that's above and beyond what we
would normally do for the general population.
The
students who actually apply to live there want to
grow more in the area of understanding race
relations and other areas.
In describing his practice,

Wayne emphasized that

research was a unique aspect of his work:
Maybe everyone says this, but my stuff is
different.
I have a research component in what I
do which is quite rare based on what I see.
There
are very few people that are research-oriented,
quantitatively trained, who bring that background
to this whole area.
A lot of my work has been developing instruments
which I use.
Partly, I do something that I get a
kick out of.
I see race relations as my major
activity here.
I like to conceive of an idea,
study it, go through all the steps of gathering
data and then develop something that may be useful
for me and other people.
Then I carry out some
activities and maybe actually evaluate them.
Several practitioners identified first year orientation
programs as a fundamental component of their practice.
Pauline depicted the model used at her campus:
The freshman seminar program was instituted in
1986, the peer program in 1987, so actually from
1986 we've had this training component.
We've had
speakers or facilitators come talk about prejudice
reduction which covers all types of prejudice classism, racism, ageism, sexism.
We've brought
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similar trainers back many times to facilitate
workshops right in the freshman seminar classes.
Last year, for example, we had 200 freshmen
actually participate in a three hour prejudice
reduction workshop.
We can't make it mandatory
for the students to attend all of these programs
but we certainly strongly encourage the students
who work in the center, the 60 peers, to attend
these programs.
But it's very difficult to make
it mandatory for all of the freshman.
We will have dates in place that are mandatory
events that freshmen and their instructors and
peers have to attend.
One of the mandatory events
is orientation.
At orientation approximately 1000
freshmen, whether they want to or not, will hear a
speaker discuss stereotyping, the ills of racism,
etcetera.
Diane's description of practice featured mediation
training as the medium:
We wanted to start a mediation service and I
decided to incorporate anti-oppression content,
race awareness education, and intercultural
communication into the training.
It's always a
mixed bag.
It's largely students, although
lately, many more staff and graduate students
attend the training programs as well as people
from outside the institution which could be
lawyers or I had an Associate Provost this past
weekend from another liberal arts college.
These narratives illustrate that the practice of race
awareness education permeates many of the responsibility
areas associated with student affairs work.
through various forms such as:
services,

research projects,

Practice occurs

orientation events,

mediation

community interactions as well

as workshop and course offerings.

Differing Pedagogical Approaches
As practitioners delineated what constitutes practice,
numerous pedagogical approaches surfaced.
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Their narratives

revealed an uncertainty as to which pedagogical approach
works best.

Yet,

practitioners attempted to isolate those

factors which influenced their choices in selecting
particular pedagogical approaches.

Lynn's account

epitomized the sophistication necessary to determine
pedagogy;

she gave credence to the necessity of White-on-

White work being part of any approach:
I try to remember that what I see as certainties
today may change tomorrow because I've had that
experience.
But what I have seen repeatedly,
repeatedly, repeatedly is White people performing
what sometimes feels to me like oblivious yet
consequentially cold-hearted autopsies on living
people of color in the service of their own
education about racism.
I've just seen this in
all different places ... students, classrooms,
faculty, staff meetings.
I've come to think of it as a White phenomena
where White people will honestly experience
themselves as trying to learn and in fact they are
learning.
Yet, when they cut open somebody of
color they will then be totally perplexed about
where the expressions of pain of the person of
color, if the person of color chooses to do that,
are coming from.
It is very bizarre and I think
very painful and destructive.
As a result of that, I would say that anti-racism
education should, if not start in White groups, at
least be happening concurrently so that White
people can work on their craziness with other
White people and have a better sense of the amount
of pain that they can inflict on other people.
Later in the interview,

Lynn rendered additional

rationale for her pedagogical stance of working with
homogeneous groups:
I'm of two minds. One on hand, I think it's very
difficult to deal with people's projections when
they don't yet have a framework to really
understand what they're doing or why you're saying
that.
Then I think, well, White people really go
around projecting this stuff all the time so what
do you say, you can't do it in my group.
I'm
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saying I see both sides of it.
But I guess maybe
part of it comes down to is it's probably easier
to do the work in an all White group.
Ah, that's
something interesting for me to think about.
Confronted with a situation where only White students
elected to take a course on racism,

John struggled with

similar pedagogical guestions regarding homogeneous and
heterogenous groups:
The treatment of this topic became different.
In
the discussion, I supported the notion of having
White folks talk about race with other White folks
in a guided way.
That was helpful to them as they
imagined it being different from having a racially
or ethnically mixed group.
This has caused
tremendous growth for me.
We talk about when to do work with Blacks and
Whites together and when to with Whites
separately.
That's something I still haven't
resolved because, for me, some of my best growth
producing experiences came when Blacks and Whites
were together.
I also philosophically understand
that White folks can gain by working on it with
other White folks.
For some White folks that's
seems to be the better place to start.
So I'm
still wrestling with all that.
I'm still
concerned about White folks having to learn off
the emotional pain of people of color.
Analogous ideas about the dilemmas attached to the
choice to use homogeneous group work were raised by Kate:
I have questions and no answers in this area.
I
wish there were answers.
I believe that Whites
can facilitate race awareness programs.
I don't
know when it's less appropriate? I'm not sure
where the lines are.
I just know it's important
for Whites to take an active stance.
I'm
uncertain about how or when to separate groups
out.
I guess both groupings are needed so long as
it's not harmful or divisive.
In contrast,

one practitioner favored the pedagogical

approach of working with heterogeneous groups.

During the

follow-up interview of the researcher's observation,
provided this

justification:
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Diane

I consider the group before I do the training. If
I have a diverse group. I'm going to have a more
interesting conversation then if I have a
homogeneous group.
With a homogeneous group, I'm
going to have to find different ways to pull
things out than if it were a very diverse group.
It's not going to be as easy, it's going to be
more hidden.
It's harder if you have a whole
group of White people because the differences are
much more subtle and you have to concentrate on
different kinds of differences then if you've got
a group of African American students or if there's
a real different makeup of the group.
I was wishing that the group was more diverse
because I was thinking of the rich discussion we
had in the last training group where we had a
number of African American students and two staff
members who were African American and Hispanic.
We had a very lively discussion about the
exercise.
I found with so many White people in
the group it was much more uphill work.
I was
feeling that I really need to figure out some ways
to connect more with a predominantly White group.
Later in the interview,

Diane referred to a nearly

identical set of issues:
It was a real bizarre group and I found myself
really struggling because they were all White. I
didn't have any African Americans and one person
had a Latino background but obviously a couple of
generations back. I thought I just don't know what
to do with this group and the best thing I can do
is end this training.
I'm just not sure I got
through and it was real frustrating.
I got away
from it for a while and still feel unsure that
there was much more I could have done.
In labelling their approaches,

several practitioners

made reference to experiential-based learning.

Peter's

approach encompassed this pedagogical framework:
Each group and each pairing is different but my
approach is really around personal development and
education.
Education is how to communicate more
effectively in a situation where you are
frightened, uncomfortable, or whatever it may be.
Acting different is supposed to be really
important, so I ask people to do stuff and then
pay attention.
The theory of learning that I'm
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most comfortable with is experiential-based
learning.
You pick a behavior, modify it, and see
what happens.
This approach is basic to the way I
teach.
Akin to experiential learning, John's approach relied
on the Socratic method:
It's much more about what any good counselor or
group practice person would do.
It's asking the
question, what do you think about that?
Just some
good socratic process.
The people that I see that
are so effective, I can probably identify a
handful of them at least, are the people who can
respond real quickly on their feet to what the
need is that's presented.
I'm not as flexible as the best people are at that
but I've gotten better, especially in small
groups.
Like when we did this class with six
students, the pace of that was just fine and the
amount of stimulation from me was manageable.
But
in a group of fifty or two hundred, I'm the kind
of person who's easily distracted.
Several practitioners alluded to employing an approach
which accentuated the role of peer education.

Within this

approach, John and his training partner try to create
dissonance but not necessarily closure:
We use outside stimulation in the form of video
tape materials or music or things to raise issues
or to confound them a little bit, make them a
little uneasy, get some dissonance up.
We also
try to minimize the threat and build as safe a
place as we can.
We try to have in our design a
fair amount of small group discussion either selffacilitated or when we can we have small group
facilitators that keep things on track.
We really
let people talk about their own experiences as
much as possible.
In considering pedagogical issues, Sharon's approach
adopted principles of peer education more fully:
As much as I believe in the work that I do, I
sometimes ask myself why am I doing this?
What
makes me the one that can do this?
I think I get
out of that by another premise which I hold, which
is leaning more toward doing work that involves
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peers.
When I work with college students it's a
peer-to-peer interaction rather than a me-to-you
interaction.
Now if it's one-on-one, if it's
informal, that's a whole different dynamic but
when I'm in a group I definitely try to encourage
much more peer-to-peer interaction.
I think they
get a whole lot more out of that then me standing
up there as an authority even though I do things
to try and not do that.
Bob's approach parallels Sharon's inasmuch as he
resists seeing himself as the authority.

Rather than

expert-based education, Bob's pedagogy reflects the
opposite:
More and more I view our role as creating the
space where people can talk to each other.
I take
their words and what's been said and try and
rephrase it into some learning. I really view
myself, in some ways, not as an educator but as a
facilitator.
In terms of me teaching you
something, there's a part of that that has to
happen.
But I really believe when I walk into a
room, that almost everything people need to know
about racism and what to do about it is in the
room.
I'm not the guru that comes in.
It's there
and my job is to create a setting that's safe
enough to pull it out of people so they can teach
each other.
Another critical pedagogical approach raised by most
practitioners was determining whether to co-train or work
solo.

In general, most practitioners favored working with a

co-trainer, preferably a person of color.

At times, as in

Diane's case, the decision was situational:
I would say that it's pretty much a function of
what you're trying to accomplish - whether you
need to provide diverse points of view, the size
of the group, the length and intensity of the
program.
I can give a speech or something for an
hour and a half alone? that's not a big deal.
But
as soon as you start getting more complicated than
that or longer than a couple of hours, then I
would say it's time to find somebody else to help.

138

In sum, the major pedagogical considerations identified
by practitioners included: contemplating the benefits and
limitations relevant to working with homogeneous or
heterogeneous groups; applying principles of experiential
learning? relying on peer education models; and weighing the
alternatives of co-training versus practicing solo.

Struggling to Balance Affective and Cognitive Domains
In describing their pedagogical approach, all of the
practitioners gave prominence to the matter of working to
effect both the students' cognitive and affective thought
processes.

Lynn's narrative alludes to the complexities

inherent in designing interventions:
I guess as my understanding of what racism is and
how it works emotionally has deepened ... I've
understood it intellectually before but now I
understand it more at a gut level.
It's really
not a choice ... people don't chose to have
restricted cognitive or affective functioning.
If
I'm offering an experience that is somewhere
outside of the restriction, they're not available
and the means for participating are not there.
In discussing how to achieve the delicate balance of
altering cognitive and affective domains, many practitioners
sensed that over emphasis of one or the other could cause a
certain amount of chaos.

In John's case, his own skill

level played a role:
I go into Bob Terry's diamond, and of course, they
just freeze up because they're really coming from
a feeling level.
I'm hitting them with cognitive
stuff and not really responding to what their
feelings are.
I still want to get that message
across, to open their mind to that thought but if
I come back so guickly with the cognitive hammer.
I'm just trying to figure out a way to respond to
feelings and still just gently open the door to
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this new thought.
I'm working on that;
know if I have the answer yet.

I don't

My biggest skill development is just the whole
balance of affective and cognitive and finding the
right mix.
I've not been a person whose developed
conceptual stuff or exercises.
I've really been
somebody who tries to keep my eyes open to new
things or maybe modifies them to some extent but
I've not been a creator of things as so many
people have been.
I hope some day I can make a
contribution.
I just try to keep my eyes open for
new stuff.
In terms of cognitive learning, Roy recognized that his
intuitive hunches about how students would respond to
certain information were not always accurate:
Lots of times, I thought they're not going to go
through this, gosh, this is trite.
I leave and
it's the highlight of the workshop.
So while my
intuition is important, now I always check to see
how it goes.
What has become a center point of my
work is giving people a chance to understand
minority/majority identity development.
When I
initially thought about using some of that stuff,
I thought this is just too cerebral and too
theoretical but it has become very important for
the audiences that I've worked with.
So some
things that I thought wouldn't go over or work
very well have turned out to be highly successful.
In trying to affect both domains, Wayne stated,

"I can

get overly cerebral and analytical and that can be a defense
of mine.”

His narrative offered support that he has a

propensity for eliciting cognitive responses:
The way I work is with a lot of cerebral stuff.
I
want to raise the emotional issues but not to the
point where all you do is just deal with the
emotions.
I want them to get down to the end of
the line and be able to do something behaviorally.
The emotional stuff can hang you up and be a
defense.
We all had a great time talking about
how terrible it is and so on and so forth.
After people are emotional, then I want them to
take that energy and trying to do something.
I
usually do some role playing and some analysis of
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the situations.
Again, more cerebral stuff
instead of why this stuff should be.
So it's not an unusual or difficult thing for me
to bring up (racism).
I think probably that's one
of the keys to my being successful.
To the extent
that I can, I bring it up in a non-threatening
way? it sounds like it's got some reasonableness
to it and it's not just an emotional concept.
That's what I think drives a lot of people away.
In contrast, Peter's method favored creating changes in
students' affective responses:
A lot of what I do in my training is create
experiences of self-awareness through lectures,
story-telling, and so on.
You create an
experience where people can come together in a
relatively safe and tentative way so that each
individual can have some control and make some
connections.
I appreciate anti-racism training
that is more gut-wrenching.
It really works.
It
has people feel pain, angry, whatever.
I'm more
affective.
I don't know why it works but it's
giving them permission to see where they can go.
In working at an affective level, Kate cited the
emotional benefits her students derived from an appreciation
week which was scheduled in response to a racial incident on
campus:
I think it was the best healing process we've had.
It came a little later than I would have liked but
when the semester ends the semester ends, there's
not much you can do.
I think the event was really
very healing and it was the one good thing that
came out from the incident.
Once all the pain,
anger, and frustration calmed down, something very
productive came out of it.
Those are very
teachable moments.
Akin to this method for effecting change, Sharon's
narrative highlighted her desire to solicit affective
responses from students that evoke passion:
There's passion to it rather than just something
flat.
Like having them talk about when they were
five, there's something different about that.
I'm
not saying that people have to be incredibly
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emotional but there is a certain passion needed.
There is a certain point that I've hit when
feeling right to me means feeling real about it.
Similarly, Diane insisted that students connect to the
real issues of race by tapping into their emotions:
You need to find ways to connect to people's
emotions.
This doesn't mean my standing up in
front of people saying, you should care about
this, you must care about this, this is important.
It may mean finding that poem about Rosa Parks so
when somebody starts saying, what can I do, I'm
just one person, this campus isn't ready to do
that, you can whip that poem out and say, I'd like
to read you something. You can ask the question,
do you think there's one word that you could utter
as a person that could change the social structure
of this country?
Bob's narrative underscored the propensity of White
students to intellectualize about issues of race? thus
benefiting from some prompting to explore their emotions:
I believe strongly that we need to get people at a
feeling level, at a gut level.
This topic is so
emotionally loaded for people that some folks have
their defenses up and they want to intellectualize
about it.
So I like to get people in touch with
feelings.
I assume that students of color are going to have
more powerful feelings about this topic than White
students because they've felt it.
When students
of color are involved, I think it's helpful to get
them to talk about their feelings and experiences.
I think it's important for White students to see
the anger, hurt, and frustration of African
American students.
It allows White students to
talk about their own feelings, anger, or
confusion.
In sum, practitioners expressed widespread concern for
the intrinsic challenges involved in striking a cord with
students' affective as well as cognitive domains.
Practitioners varied in the amount of emphasis they placed
on working to effect change within each of these domains.
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Often, the practitioners' emphasis was tied to their own
familiarity or comfortableness in working in either the
cognitive or affective domain.

Use of Self as a Teaching Tool
Most practitioners postulated that their effectiveness
as a race awareness educator was not solely dependent on
possessing expert knowledge.
seeing themselves as experts.

In fact, they refrained from
Instead, practitioners

believed a requisite skill was acquiring a high degree of
self-knowledge about their own process of unlearning racism.
Most practitioners relied on knowledge of self as a teaching
tool.

In Kate's portrait,

she discusses the value of

modelling self-disclosure:
It's hard to know when to really open up
personally and incorporate some of those things so
that students can feel that I've been there, and
at some level, it has been very difficult for me
too.
It's very difficult to sit there as a young
Black woman and try an identify with me.
I mean
when I open up a little bit, they don't think it's
the same and it's not but at least to have some
common ground to work from ....
In reflecting on a training in which the group had
really responded, Sharon attributed the success to the fact
that "it was very much personalized."

She viewed herself

changing as an educator in this regard:
I have to look back in how I've changed which is
interesting; it's like looking at an old movie.
Probably incorporating a lot more of me, of who
Sharon is in the training.
I think at some point
feeling out appropriate levels of sharing with
students or with colleagues about who I am and
what causes me to do this work.
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I'm putting a lot more of myself in.
For awhile
it was more feeling more distant.
I was just
going about it, knowing I wanted to do it, knowing
I was invested, but not really putting my whole
self out there and on the line a lot of the time.
I think this has really changed and my willingness
to do that has even changed my interaction with
people of color as well as White students and
White colleagues.
So I think the biggest thing,
in a lot of ways, is I've really come into my own
which has really helped how I do the work.
One practitioner recalled the first time she had
incorporated knowledge of self into her teaching.

As a tool

to help alleviate a student's discomfort, Pauline folded her
own stories into the experience:
The first time that I introduced a multicultural
component into the freshman seminar I wanted to do
it very carefully because I knew that it could
create an emotionally charged situation with the
students.
It was how I dealt with the actual
breakdown of the students in the class.
The
emotions were so overwhelming even though we
carefully moved into it.
It's still a tough
issue.
This situation was extremely challenging and
difficult for me.
At one point I said, oh my god,
how am I going to deal with the pain this student
is experiencing and sharing?
I dealt with it by
allowing a student to share all that she needed to
and then shared some of my own experiences. Then
it became a total sharing session and we were able
to share openly because of my personality.
I'm
very humorous.
Wayne shares personal stories from his own past in
order to convey a sense of history to today's students.

He

postulates that, "as a professional, you have to be ready
with the information right on the spot, be willing to take a
little risk, you need some arrogance."

He took advantage of

telling his own stories:
The students figure, gee, Wayne is kind of a
relic, he was there.
That's good, I use that to
my advantage too because then it's one of my
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roles.
Sometimes students figure by you being
there during all these marches and stuff that
maybe you know something.
Again, I try to take
advantage of that.
It's probably not really true
that I have a good perspective based on that but I
use what I can to try to accomplish my goals.
In choosing to use self as a teaching tool, some
practitioners contemplated whether or not to reveal hidden
aspects of their identity.
Peter stated,
fact,

At the onset of his interview,

"I don't think I teach as a know-it-all.

I know I don't teach as a know-it-all.

someone who knows himself."

I teach as

He also talked about how being

a Jew informed his knowledge of racism.

He cited two

examples in which he elected to disclose his Jewish
identity:
Probably my strongest experience of being an
activist, while having a sense of being
disempowered and stuck in a role, happened a
couple of years ago.
An intercultural committee
gives out an award to a student, faculty, and
alumna around doing this work and I received the
award.
I had a chance to speak which I loved
doing because all the hot shots were there.
I
addressed most of my remarks to the White guys and
talked about responsibility.
Many people said it
was a great thing to do, although none of the
White guys.
In the midst of my speech I talked about the fact
that because I'm Jewish, I feel motivated both by
the long standing history of justice and
discrimination.
I'm very aware of the former
history of my people.
So I said that.
After the
remarks, there was a reception and one of the
people who came over to congratulate me was
addressing me as a Jew the whole time.
It wasn t
quite "some of my best friends are Jewish" but it
was really offensive.
In his second example,

In

Peter described a classroom

setting:
This was a small seminar and students were talking
about some of the attitudes of Blacks and why they
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were so touchy.
What I talked about, within the
context of presenting my own culture, was being a
Jew in 1994 and how I regularly feel endangered
just because I'm Jewish.
I talked about this with
a great deal of anger and passion because it
seemed to me the same issue that might motivate
African Americans to be touchy about certain
things.
Similarly,

several practitioners discussed the factors

they consider in deciding whether to reveal their gay or
lesbian identity.

On this topic, Roy's story was fairly

typical:
I'll be real candid with you, I'm gay.
It was
interesting that there were issues in my own life,
I suppose, by being bicultural.
I began to think
about how stressful it was when I saw these issues
in myself.
I recognized how that must play out
for African Americans or Asian Americans and the
tax that it puts on people's lives to constantly
be bicultural based on the context you find
yourself in.
I wrestle with how much do I disclose.
Do I
disclose?
I get real concerned with the audience
response.
I want to be as effective as I can
possibly be.
It's really taken me awhile to
wrestle with those issues and I'm very matter of
fact and upfront about it.
I don't go for it but
if it comes up, if circumstances are such that
it's appropriate, then I disclose.
I think that's
made me much more effective.
Initially, I thought
it was going to make me ineffective but it's
really helped.
Most practitioners affirmed that the use of self as a
teaching tool was a presupposed necessity within their
practice.

In essence, they discovered that the demands of

real life practice can not be void of the sharing of their
own experiences.
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Practice as an Art Form
Practitioners who are recognized as competent possess a
core of artistry.

"Artistry is an exercise of intelligence,

a kind of knowing, though different in crucial aspects from
our standard model of professional knowledge"
p. 13).

(Schon,

1987,

Practitioners in this study combined professional

knowledge with the use of artistry such as the art of
problem framing, the art implementation and the art of
improvisation.

In constructing his practice, Roy

demonstrated the role of artistry in his work:
I think lots of people think this is just one of
those feel good, touchy-feely things.
While
sometimes that might be a byproduct, it's much
more than that.
There are days when I'm just glad
the four hours are up.
I'm not sure people are
always clear about what's involved or why they're
getting involved.
I think it's important to know
what their investment is about.
Behind the scene,
we're really sweating and working and thinking.
It really reguires a thorough working knowledge of
group dynamics and process.
For me, that's where
the work really happens.
It's facilitating
experiences for people and then being able hold
them up so that people can see what's going on.
It's not just about getting up and walking people
through exercises and then we all leave
transformed.
Many times I think that when young
professionals come and speak to me about my work,
that's very much what the perception is.
That's
not the case.
That's never been the case in my
work.
One practitioner contended that his goal was not to
have students obtain a specific, prescribed set of outcomes.
Instead, Peter viewed his purpose far less technically,
considering it a performance piece:
It seems like I'm doing the right thing.
I don't
think I'm doing any harm? I'm almost positive I'm
doing no harm.
I also don't think I'm doing
nothing.
I'm creating a performance piece that
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people will take whatever they will from.
I'm not
real interested in much more.
Again, that's not
scientific but it's art.
That's why workshops
that have exercises out of the routine are able to
get people to see and do things differently.
I
think that's important.
In John's narrative, he delineated the need to combine
professional knowledge with various forms of artistry:
I think all the human development theories have a
bearing here.
Most people are open to new
information.
I think people have to develop on
cognitive and affective dimensions together.
I
think our work in balancing stimulus and support
on both of those dimensions is critically
important and very difficult.
I would say it's
more of an art form in terms of those I've seen
who do it especially well.
It is an art form much
more than a trainable skill.
Later in the interview, John returned to this idea:
So much of the effectiveness seems to be an art
form as opposed to a trainable skill because I've
seen people who have been trained in this model
(prejudice reduction) an extensive number of times
who are like wooden fence posts as facilitators.
Or their voice, they don't project, there's
something missing.
In their main chapter meetings
once a month, they practice and get feedback.
Whether they should go out there and do this work
is still a question.
Wayne used the imagery of mastering a craft in his
description:
It's almost like I'm a crafts person.
I'm
building the thing and then trying it out.
I'm
doing the whole thing.
I'm not just part of the
assembly line.
I think a lot of people in student
affairs get stuck with just one chunk and that's
all they do. I really like to do the whole thing.
I'm doing a workshop based on a study that took me
sixteen years to do.
I can see the whole thing
coming together and it's very satisfying.
Most practitioners expressed a desire to move beyond
i

the sterile acquisition and transmission of knowledge.
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Bob stressed a desire, on his part, to offset technical
expertise with artistry:
I remember having the chance a few years ago to
work with a faculty member on our campus.
Her
style was dramatic? it was almost like she was on
stage as a facilitator.
She used that to get
students hooked into feelings.
She really taught
me a lot about how much of what we do as trainers
and facilitators is really a performance in some
ways.
As a facilitator, I don't want to be the
center of the attention.
I want them to focus on
the issues and each other.
But there are times,
to get them to do that, that we have to perform
for them.
Within these narratives, practitioners have voiced
their worries about possessing the competencies required in
the field that extend beyond knowledge and enter the arena
of artistry,

style and presence.

In some cases,

practitioners felt that to be outstanding was not a matter
of having more professional knowledge but more "talent" or
"artistry."
Summary

In reviewing how practitioners described their
practice,

a multitude of themes came to the forefront.

These themes are as follows:
- Student affairs practitioners conduct their practice
through a range of medium including, but not limited
to, more typical offerings such as workshops,
orientation programs,

and student activities, to less

frequent venues such as research projects, mediation
services,

and accredited courses.
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- Practitioners' pedagogical decisions vary as to
whether and when to use of homogeneous groups or
heterogeneous groups.
- Some practitioners strongly believed that White
students should begin their process by working in
homogeneous groups.
- Most practitioners spoke of a high reliance on
experiential-based learning.
- Practitioners recognized that their overall approach
should include further utilization of peer education
models.
- The practitioners sampled were conflicted as to
whether to co-train or work solo.

When co-training,

they preferred working with a person of color and
someone of the opposite gender.
- Practitioners expressed the pedagogical challenges
inherent in trying to reach both students' affective
and cognitive domains.

Practitioners tended to favor

one domain over another based on their own strengths
and comfort level.
- The longer practitioners engaged in the practice, the
more ease they experienced in using self as a teaching
tool,

i.e. modelling self-disclosure by sharing

personal stories.
- Practitioners contended that their practice was
strengthened if they were able to combine professional
knowledge with the use of some form of artistry such as
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problem framing,

improvisation, and performance

techniques.
In describing their practice, practitioners flagged
numerous critical issues that raised questions as to how
best to achieve their objectives.

One issue that was

paramount was how to provide experiential learning rich in
query of both affective and cognitive domains.
Practitioners noted their tendency to favor one domain over
the other even though they purported the need to impact both
domains.

Section Three; Reflections about the Practice

In this section, the researcher will outline some of
the themes which emerged from practitioners' reflections on
their practice.

In so far as practitioners are able to be

reflective, greater likelihood exists for generating new
knowledge which could expand the practice.

Practitioners

were asked to reflect on issues such as evaluation methods,
desired changes, and metaphors for defining the practice.
In addition, this section will include information gleaned
field observations.

Evaluation: Dependence on Internal Cues

All of the practitioners struggled with finding
definitive ways to evaluate both the implementation and the
impact of their practice.

In both instances, practitioners
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relied on internal much more so than external measures.
Practitioners' critiques of the effectiveness of the
implementation process often served as an indicator about
whether they were likely to achieve their desirable impact.
If they were satisfied with the implementation process, they
had more confidence that the program would yield the impact
they were striving for.
The narratives below describe practitioners'
evaluations of the implementation phase,

specifically

looking at design issues and their own effectiveness in
delivery.

Lynn described the internal cues she relies on:

It's a lot like in regular therapy.
I do some
probing, trial balloons, and successive
approximation.
Also, I'm getting much better at
recognizing the signs of when I've stepped outside
of the restriction.
Suddenly somebody starts to
split off in front of you and it may take the form
of becoming quite defensive or completely denying
what just happened.
So I've learned to interpret.
The defenses very suddenly get more primitive and
you can see it.
For me, that is when I say I have
just had what would be known as a failure of
empathy here and need to back up.
Similarly, Peter has experienced internal change in so
far as having more confidence:
One of the things that hasn't changed is I never
know when I'm doing it right.
I can't get lost in
that, I just have to assume that I'm playing it
the best way I can.
What's different is that I
have more security, more comfort, more confidence.
I think that when people challenge me either
specifically or about why I'm there, I'm more
comfortable with responding.
Basically, I have
change internally.
I know my limitations more.
I
know what I don't know.
I think that level and
definition of maturity is real important.
As Kate searched for a response to the question of how
she evaluated her practice,

she stated,
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"I'm at a loss.

often you have to trust your instincts.”

She mentioned a

few internal cues she watches for:
If we're talking about a formal class it's a
little easier to do some type of evaluation or see
some things.
You can see if they become involved
or if they are asking guestions that really get
them integrated into the discussion.
Then I feel
that I've done well.
Sharon's greatest challenge in providing race awareness
education is "the feeling of not knowing at any given time
if my work was making a difference."

Her methods of

evaluation included a combination of techniques:
It's a real "spitfire" approach.
I give equal
weight to how I felt through the training, if I
was really out there and truly honest, and to the
responses I hear.
How much people push back and
on what issues are they pushing.
Are they really
just pushing on something that is out there and I
missed it or it just went that way?
I rely on a
lot of feedback from colleagues as well.
I'm
exhausted after this stuff.
I think just sitting
down and taking the time after a training to
reflect, to go back through and pick out those
moments.
It's intuitive but it's also factual,
finding moments when it felt right or powerful.
Wayne asserted that the most essential component to
evaluation was his own internal read of the situation.
held to this belief even when others' views of his work
differed from his own:
Our Vice President for Student Affairs thinks that
what I'm doing is much too esoteric.
He'd much
more like some quick tables or bar graphs about
Black students' adjustment in the dorms or
something and that would be the extent of it.
He
is not in tune with what I'm doing either.
I look
at these as things to be dealt with but I have not
really changed my direction because I'm my own
evaluator.
I sincerely think you have to be your
own bottom line.
If I think it's good, I am going to continue to do
it.
If somebody else does not and they might be
able to cause me some difficulty, then I have to
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He

deal with that in the system.
It does not mean
that I never ask the question, what would somebody
else like me to do?
But I always ask the
question, what do I think should be done.
I think one of the important things is you have
know what you are doing and be able to stick up
for it.
Just because people of color or women or
whatever group your working with says they do not
think you should be doing that, it doesn't mean
you should change.
I figure I have a very good
idea what I'm doing and I don't want to let other
people define what I to do.
Later in the interview, Wayne described how he dealt
with a negative self-critique:
I think you need to go back and look at the model
that you're using and ask what happened.
Where
did I go off track here?
You should not quit
because, in the short run, many negative events
will occur.
Many people may resent your research
or all kinds of things that you're trying to do,
and will look for all kinds of reasons to side
track what you're doing.
If you let it side track
you, you probably won't stay in it very long.
That's why I think people don't this because they
get many messages to go do something else.
Life
has enough hassles without doing this.
That's why
at least for me, I have to have an internal system
to say, all right, what happened today?
Where did
I go off track?
To use that rather than the whim
of the moment.
If the whim of the moment happened
to be a rough session, you should not quit or
suddenly move in another direction and not bring
up racism again.
You have to be arrogant but you have to take in
the information and evaluate it.
You can't just
ignore whatever happens.
I think you need to
somehow evaluate but remain persistent by paying
attention to your own instincts and you own
evaluation.
In evaluating the implementation of a workshop, Diane
trusted her own instincts and those of her co-trainer:
I have to keep optimistic and hope that it all
works out.
Ultimately, you really have to have a
lot of faith in yourself.
That's why it's nice
doing something with a co-trainer because at least
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you can get some validation from the co-trainer.
Debriefing with someone else does help.
Similarly,

Bob spoke of trusting his intuition when

judging his success in implementing a workshop:
I think most of us have some intuitive feeling
when we're doing a workshop because we're pretty
plugged in to the audience and what's going on.
Not only what people say during and after the
workshop but body language says a lot about
whether or not you have connected to people.
I
don't know anyone in this field that can't tell
immediately, upon thank you and good night, and
relatively accurately, how effective the workshop
was.
It's especially true with students.
Professionals
could of had a rotten time and they will mask it
pretty well.
They will shake your hand and say
thank you, this was wonderful, and inside they're
thinking it was a crock.
If students do not like
what you did, you'll know it.
They will tell you
or you can tell just by the body language.
It's
wonderful - they don't have all the mechanisms to
hide what is going on with them.
There's certainly always some formal evaluation of
the work I do but that's really an evaluation of
that workshop, that process, my style.
So there's
always some immediate feedback in terms of a
particular event.
The narratives below describe practitioners'
evaluations of the impact of their practice.

Specifically,

they talked about how they knew whether their work had
resulted in students'
an example,
students'

attitudinal or behavioral change.

As

Lynn checked her intuitive reactions about

forward movement and also considered feedback from

an external consultant:
I have gotten more focused on intuitive reactions
about whether people were being genuine.
Were
people responding to the intensity, whether it's
pain or joy or whatever?
In many situations, I
feel like I only have an internal thermostat to
judge that by.
It's scary because I'm not quite
sure of the reliability of that thermostat.
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Sometimes it's on and I know it's on and sometimes
I get caught up with someone's view.
In some gut sense, it's very simple, basic things,
such as are people still real or are they back
into the schizophrenic White way of believing.
Sometimes I seek external consultation but there
are not a lot of places to do that.
That is
something on my "to do list" to work on.
It has
been so hard for me to make personal connections
with people who knew what I was talking about.
Professionally, we could and really need to back
each other up more.
Some practitioners viewed evaluation as a way of
measuring demonstrable change in individuals.

John noted

the limitations of working at the individual level:
We hand out evaluations forms at the workshops and
they come back saying we did this right and we
should have done this.
There is nothing wrong
with that from a qualitative perspective.
If
somebody takes the time to write it down, then I'm
thinking it's okay.
Or later on, people write or
call to convey their individual success stories.
Now it may be, and probably is, a judge of my
effectiveness to say that I don't have a hundred
and fifty stories like that to tell.
I have two
good ones that I can tell over and over and other
not as profound examples.
As long as that's
going on, I would say I'm doing more good than
harm.
For me, then, it's worth it.
But
institutional change is really what I'm after.
Kate acknowledged that the impact of her work is often
not known,

particularly in the immediate:

There may be a group of students that you have
touched somehow, whether you know it or not.
There have been times when I have been told, after
they graduated, that I touched them in some small
way and I did not realize it was happening.
That
is why, in my personal view, role modelling is the
biggest piece of this.
Sharon listed a number of questions she asks herself at
the conclusion of each workshop:
I ask myself a series of questions in order to
evaluate my work.
Has learning occurred?
Do I
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have some sense that information has been received
or individuals have gained insight about the
experiences that have shaped their beliefs and
identities?
Is there a change in behavior or
attitude?
Have I motivated others to continue
their learning process?
This question speaks to
having the privilege of working with students over
longer periods of time, which we are not so
fortunate to have.
One practitioner devised an evaluation form which asked
students to provide evidence of behavioral changes.

Diane

listed the questions she asked to measure this variable:
I've stopped using your average evaluation form
which asks what they did and did not like about
the program.
When I do an evaluation, I don't
always, I ask three questions:
What's the most
important thing you learned?
What else do you
need to know?
What if anything are you going to
do differently as a result of this program?
I
have gotten some very interesting comments from
people.
I don't really care if they like me or
not, I mean I do but I don't.
I'm more interested
to know the effect and those questions give me the
answers.
It is difficult because you don't know if you've
planted a seed that's going to sprout, or sprout
and wither, or not sprout at all.
That can be
kind of frustrating but I've rationalized it to
myself as knowing that I am getting better as I do
it and I can feel that I'm getting better.
I turn
it into a selfish thing where I figure this is all
just good experience for me and maybe I'm planting
that seed and maybe it's going to grow in the
future.
In contrast.

Bob relied on external feedback to

evaluate the impact of his work.

He gauged his success by

whether he was invited back:
My biggest bench mark is being invited back,
whether it is on campus or off campus.
If I am
invited back a second or a third time, or a year
later, either with a different group or a follow¬
up, that tells me that at least the leaders and
probably most of the participants involved had a
good experience and they want more.
I think it
was Judith Katz who taught me, intellectually,
that what you really want to do is hook people so

157

they want more.
Three hours is not going to cut
it.
A measure of effectiveness is if people want
more, which says something the process and maybe
something about my skills.
He also gauged success if positive action was taken by
the participants after the workshop:
If there's an action component to what I'm doing
and there almost always is, the degree to which
things change with the organization makes a
difference.
Sometimes I'm in a position to know
that even on another campus.
Two months later,
people who invited me tell about some new things
that are in place because of the work participants
did.
Action tells me that something has changed.
For example, a group will decide that they are
going to build in an annual leadership retreat on
diversity.
If the germ for that idea and the
translation to action came when I was there, that
is fulfilling.
It means I've done well.
Overall,

the practitioners'

responses suggest that

standardized methods for evaluating the implementation and
impact of race awareness interventions are not readily
available.

Due to their uncertainty about being able to

obtain substantive evaluation data from participants,
practitioners relied more heavily on their own assessment of
the effectiveness of the program or event in the present as
well as with regard to the likelihood of any long term
impact.

Practitioners'

Desired Changes

In identifying some of the most formidable challenges,
practitioners discussed what changes could occur within the
practice to eliminate these obstacles.

The exact same

challenges surfaced in story after story?

practitioners hold

a lot common as to the demands and difficulties involved in
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this practice.

A sense of isolation and hopelessness was a

central concern for many practitioners,

as evidenced in

Lynn's narrative:
Professional and personal isolation is certainly
the most salient challenge.
I have had to really
work hard on developing some coping skills. I have
worked very concretely and systematically, which
is not my nature at all, on making connections
with people who know what I'm talking about.
White socialization is very powerful in terms of
labelling people who talk about race, particularly
White people, as being crazy at worst or
irrelevant or just very unscholarly.
I guess I
use humor a lot.
My profound sense of isolation and alienation is
coupled with a profound sense of hopelessness.
This was part of what was on my mind when I asked
if it (this interview) was anonymous in terms of
the institutional bullshit of touting we have
diversity programs.
We have some big, new year¬
long diversity initiative.
I'm sure the people in
human relations who are running it are valid and
genuine.
But I was just reading this memo from
people at the top of our organization and it's
incredible double speak.
I consciously know that the intentions are
sometimes very good but I have been in situations
where a lot of the White men who basically run
this campus, need to deal with diversity and
understand why our Black faculty always leave.
They need to understand that they can be
incredibly disrespectful, hurtful, and racist.
I need to fight against a sense of hopelessness.
I'm really just starting to make progress.
I feel
myself going through a very big developmental
thing.
First saying. I'll just leave the
university.
Then saying, probably every place is
like this.
Then being stuck and saying, so it's
real, it's not a phenomena that I created.
Similarly,

Bob not only felt isolated but pigeon-holed

as well:
I feel like the lone ranger in that doing this
work tends to get you pegged.
If the topic in any
division on campus is diversity I am going to be
called in.
We're going to have a committee that's
going to look at the diversity education we do on
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this campus, let's let Bob handle it.
Bob will
probably be asked to chair the committee or Bob
certainly will be on the committee.
We're going
to do a hate crimes conference on our campus, Bob
will be on that committee.
It's fine, there's
some flattery involved, that they think I know
something about it and it is an interest area of
mine.
But it also means that if we're going to have a
committee to take a look at ethical issues on the
campus or at our program model, I'm not going to
be invited to be on the committee.
You get pegged
because of your expertise? so you're pigeon-holed.
It seems to me that it happens more often to those
of us who do diversity work or maybe it's paranoia
on my part.
We become the diversity person and
that's all we're expected to do.
You are also seen as a piranha.
It does not
happen a lot but there are people who stay away
from me because of my reputation as the diversity
education person on the campus.
Watch what you
say, here he comes, he's going to start going off
on his racism philosophy.
It is not always overt,
sometimes it,s an undercurrent. This feeling could
come from some of my own paranoia about this
stuff.
It's about getting pegged.
It makes you a
lone ranger and sets you apart sometimes.
Many practitioners spoke of the desire to have
institutions fully comprehend what is involved in the
practice of race awareness education.

John discussed the

challenge of getting others to recognize the benefits which
can be derived from this practice:
My big concern is that of window dressing. Some
are concerned with public relations, not human
relations.
They are here to cover stuff up or to
gloss it over again.
They are not here to tease
out the conflict and let it happen in the most
supportive way and grow from it.
They are here to
smooth it over one more time or bury that abscess
down there deeper.
There probably isn't any way to change that, if
they don't want to change but I just want to be
better.
The challenge I guess is being an
advocate for this and getting institutions to see
it as something that there's a benefit to so that
they want to do it.
We need to approach people in
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such a way that they get excited about it and not
threatened by it.
Later in the interview,

John reinforces these ideas:

We spend the great majority of our time smoothing
it over, throwing a band aid on it, just covering
it up enough so it's not in their face.
We need
to show much more that just conflict resolution.
Critical thinking is where some great things will
happen.
These late adolescents we're working with
are just beginning, if they ever do, to break out
of the peer group being the most important thing
it is.
Our whole society seems to be more bound
by some of that too.
Diane concurred with the sentiment that the practice
needs to be seen as worthy of practitioners'

time and

energy:
I wish there was more value placed on training,
more recognition, more time to work on this, and
more understanding of what it takes to acguire
these skills.
I would like to see it more valued
within the organization or the institution.
Maybe
it is more than I realize it.
In their guest to break the isolation,
sought two related changes:

1)

practitioners

increased opportunity to

learn from other colleagues and 2)
that capitalized on co-training.

structured situations
Sharon spoke on the first

issue:
There is some particular evaluation which occurs
amongst colleagues who do this work. There is a
recognition of each others' strengths and skills
and a reliance on the guality of that feedback.
I
would love to see more of a sharing of those
things.
Many practitioners verbalized the desire to see an
increase in the number of student affairs practitioners who
assume the role of race awareness educator so they would
have a larger pool of potential co-trainers.
Lynn relayed her stance on co-training:
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To that end,

I had this idea loosely at the beginning but now I
am absolutely certain that, at least for me, this
is not work to be do alone.
I just can't do it
alone.
So I don't do it alone, with the exception
of occasional lectures or something.
I refuse to
do groups or workshops by myself.
Another change practitioners were pursuing was
additional substantive knowledge on how to move students
beyond basic awareness to action.

Most practitioners

commented on the absence of concrete examples or models
available to guide their practice in this manner.

They also

felt bound by the time constraints often imposed on basic
awareness programs.

Bob's narrative was fairly

representative:
I can be pretty successful with the introduction/
awareness and the analysis about where racism is
in the organization.
I get stuck from that point
to the action component; it is hard.
I still
struggle with good techniques to get people to
translate awareness into action, whether it is
doing some individual or collective contracting or
setting up follow-up.
I think the problem with
the action planning is that action planning
requires continual follow-up and assessment.
Touching base, where are we now as opposed to a
month ago?
As a trainer who goes in to do work, more often
that not, I'm not around to do that.
So I have
little control about the follow through with
action planning.
I think the action planning
piece is hard.
In terms of my own skills I'm not
sure I've developed the kind of skills that I need
to get people to visualize and think about how
they can make a difference.
So that's a real
challenge for me.
In sum, practitioners' desired changes included
eliminating the isolation experienced by those committed to
this practice and developing mechanisms for continued
follow-up to support students with their action plans.
These mechanism must consist of further substantive
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knowledge and concrete examples of how to guide students'
efforts to be change agents.

Recognizing the Need for Reflective Thinking
The practitioners in this study acknowledged the need
to more intentionally and systematically engage in
reflective thought as a part of their practice.
practitioners admitted that they had few,

Most

if any,

opportunities to be aware of or hear their own internal
dialogue.

Thus, they openly appreciated the researcher's

efforts in initiating a process which prompted their
reflections.

During this portion of the interview, Lynn

stated how rare it was to access her own reflections:
This is great, talk about support, I like talking
about this stuff.
I think it's really a gift that
you are giving people to reflect on it because
it's often like working in a fire department.
We
are putting out fires constantly, running from one
fire to the next.
Similarly,

Sharon gained insight into her need to

engage in reflective thought:
That's why I always challenge myself to do
interviews and such because I need these kinds of
conversations.
I need to sit down with other
people to really reflect more.
I want to jump in
and do, take the moment by the hand, and see what
happens.
I think that's more exhilarating for me.
There is so much more I need to learn about
different approaches.? I still have so many
questions.
That's probably why I've come back to
school.
I needed a time out.
I was felt like, I'm doing,
I'm doing, I'm doing, and I'm not reflecting or
slowing down enough.
I felt like I was just going
route, one from the other, one moment to the next.
I think it had been a disservice to me as well as
those I might have been working with.
Instead of
really pulling it all together a little bit more.
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One practitioner found it particularly difficult to
reflect on her experiences.

Initially, Pauline caught

herself drifting from this task:
I'm talking about everything, how can we make the
college an environment where everyone, pretty
idealistic, can have respect for each other, have
an open mind, and bring those ideas back to the
community to do some real work.
Don't let it end
at a retreat.
I'm reflecting on what another
department does but I'm not reflecting on myself.
Later in the interview, Pauline recognized how
reflective thought could enhance her knowledge:
I was somewhat naive in my thinking.
I thought we
were proactive in intervention programs and the
college community was working together toward the
same goals.
Then disillusionment set in.
So I
think right now, for me, it's a period of selfexamination and reflection on the college and the
types of programs we've offered.
To reflect on
what is keeping us apart and how can we come back
together again in order to really clearly see what
the concerns are and hopefully address them.
Several practitioners stated that the absence of time,
self-discipline,

and support from other colleagues kept them

from engaging more fully in ongoing reflection.

Bob's

account illustrated these considerations:
I really need to be more reflective.
I'm not very
good about taking the time to think and reflect or
read and then form some of my own opinions.
I'm
very bad about keeping up on reading, on the
literature.
For example, I really need to develop more of a
strategy for thinking about and dealing with the
debate about hate speech versus free speech.
Where do we draw the lines in terms of what we do
about these incidents of oppression that occur on
our campuses?
How do we get people to think
constructively and frame some questions that
people can debate?
I certainly could improve my abilities to help
organizations and individuals think about bringing
about change, action planning, and being a change
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agent within the organization.
Those are skills
that I probably need more of.
Well, it gets back
to reading too.
Because I'm so busy as a
practitioner, maybe that's an excuse, I don't
read.
I would love to have the time to take a
couple of days and do some reading and reflecting.
This kind of interview is really helpful.
Those
of us who do this work probably need to sit down
and interview each other once a month.
What have
you learned and how have you changed the last
month?
What's different about the way you view
this practice?
This is helpful because I seldom
take the time to sit back and analyze what it is
I'm doing.
I just do it.
As practitioners appeared to become more reflective,
they began crafting new insights, often in the form of
questions requiring further exploration, as evidenced in
John's account:
When I worked with this school setting up a
program for the faculty, I was running all kinds
of games in my own head about how to approach this
notion of recognizing one's own blind spots?
How
much play does it get?
What about the business of
keeping people engaged?
When do people shut down?
What are the things that make them shut down and
stop listening?
So what risks does one take in
this area?
Several practitioners stumbled onto new insights about
themselves as they looked back at situations or experiences.
During this process, Roy discovered that he had grown in his
ability to handle conflict:
When I initially started I was a little bit
uncomfortable with conflict.
It has been a
process for me to use conflict as an opportunity
instead of automatically going on the defensive,
to turn the experience around for someone in the
audience who's being challenging and confrontive.
To get them talking about what that is about for
them.
So that's been a transformation for me in
the delivery of this work.
Practitioners seemed to more readily access reflective
thought when asked to recall a situation which felt
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unfamiliar.

By being forced to respond "in the moment,"

practitioners often discovered or rediscovered significant
convictions they held about race awareness work.

Lynn's

narrative demonstrates the benefits of reflective thought:
One situation that comes to mind is this mini¬
workshop I was doing for another student affairs
office on campus, their student workers. I think I
had them do some visualization.
Then they needed
to talk in their mixed race groups.
One young
White woman really violated a very important White
rule, although I don't think she was aware that
she was violating anything.
She was quite honest
about her naive thinking and was talking about
being surprised that Black people's hair grew.
It just really illustrated, not just illustrated,
it was an example of dehumanization.
I guess at
that time I did not see it but since then I've
been able to see it.
It probably wasn't the first
time that it happened but it was the first time
that I saw somebody doing this dehumanizing in a
mixed race group.
I just had to think about why
that would have been different if it was all White
people and about why I do this work in mixed race
groups when there's so much capacity to inflict
pain.
Except that there always is whether you're
doing a mixed group or not.
In the moment I remember thinking, and this was
pretty much informed by both White racial identity
theory and my experiences running groups, that I
needed to take care of that White person even
though I felt repulsed and probably ashamed as a
White person. I felt like I needed to take care of
her and frame it in some way that she could maybe
see or wonder about how it was that she had come
to think of Black people as not being human.
I
felt I also needed to take care of everybody else
including the White people and people of color in
the room by naming it as dehumanization and
labelling that as part of racism.

In sum, practitioners claimed that they must be
deliberate in generating critical, reflective thought about
their practice.

They were more apt be reflective when they

set aside time to stay current with the literature; required

166

themselves to keep track of significant new insights and
altered their practice as a result? and systematically
debriefed with other colleagues engaged in similar practice.
When practitioners engaged in reflective thought during the
interviews, the benefits of such activity became obvious.

Minor Shifts in Practice
Practitioners were asked to speak to the issue of
whether their practice had changed over time and if so,
what precipitated the changes.

Some practitioners noted

changes while others indicated that their practice had
remained fairly constant.

In reflecting on a formidable

challenge, Roy stated that he would probably replicate the
same response in similar situations in the future:
There was a lot of tension.
We had some good
dialogue going and people were working through
some tough issues.
Then somebody stood up and
said. Today it's Blacks, next thing you'll be
telling us about the rights of the faggots in
town, and then these women are asking for stuff.
That just really pushed my buttons.
It was frustrating and very challenging for me
personally. I guess what I hope people will
realize as a spin off is that the same thread is
woven through all of the isms.
That's what I
wanted that guy to understand but it wasn't the
time for him to come to terms with that.
I
eventually said that.
In that instance I simply
turned it around on him and said, I sense some
real hostility and I'm not sure what that's about
for you but I'd like you, if your willing, to talk
about that.
Then I got other people in the audience to
participate.
I try not to be the heavy all the
time.
I try to help people work through their own
experiences and dialogue amongst themselves.
Because if I don't do that then it's just Roy
standing up there and when I leave the room
everything goes back to how it was.
While that
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was a rough evening, I don't think I'd change
anything about the way I handled it.
Kate stated,

"little,

incremental changes occurred not

due to one critical event or person, but by learning by
doing.”
teachers.

She also believed that students are our best
While she "couldn't put her finger on it

exactly," Kate described one way her practice had changed:
I guess some of my assumptions have changed, maybe
over the course of the years.
I've changed in
terms of drawing that fine line between when you
are educating and when you are force feeding.
I
think that's one of the biggest things that you
have to be leery of.
She then reflected on her response to a racially
motivated fight which had occurred on campus:
I don't know if I would have changed a whole lot
that I had done.
I might have couched things a
little differently in presenting them to the
community at large.
But coming out of the
experience, it was very healthy because the
community tried to heal itself.
When asked directly if she had discovered some
processes which do not work as an approach, Kate noted:
I think non-interactive things don't work.
If
you're talking about workshops, I think my style
has probably has changed.
Real simple kinds of
things I guess.
When I started out I was doing a
real textbook, more theoretical stuff, more formal
presentation, then I moved to more hands-on,
practical stuff.
Similarly,

Sharon talked about how her practice had

matured over the years due to incidents, people,
work itself.

and the

She also noted that change has brought about

by her interactions with students:
You know the other people that come to mind are
students and I'm trying to think why.
I always
have this general thing about students and I'm
trying to be specific.
I don't know if I tend to
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do this more or whatever, but I see some of myself
in certain students.
So when they feel better about themselves, or work
through certain issues or concerns in their life,
I feel like I went through it with them again.
It
continues to give me a perspective about why I do
what do.
So definitely there's a few students
that I have really enjoyed and have made an impact
on my own training, on my own development, and how
I think about things.
Another practitioner recalled what the climate was like
when he first became involved in race awareness education.
Wayne felt that his practice had not changed significantly;
however, it was influenced by current social conditions:
I'm sure I'm different than I was.
We used to
have confrontations with the administration and
that sort of thing. I started to form some of my
ideas back then.
The acceptance and the
interpretation of what the issues has varied over
time.
I think the external social conditions probably as
much as anything has altered how I approach the
topic.
Although I've been more or less doing the
same things and have the same viewpoint. Over
twenty years ago, I had a version of this course
that I've been talking about? it's had the same
basic structure.
In considering his maturation process, one practitioner
acknowledged that change took place inside each educational
intervention.

Yet, in delineating changes, he felt, "it

isn't simply a matter of pinpointing certain singular events
rather it's the accumulation of events."

Bob also alluded

to the fact that self-reflection was fairly absent from his
practice:
As I think back to when I started years and years
ago, and where I am now, personally and with the
work, it's really changed a great deal.
First of
all, when you talk about bench marks, it's not
like I remember, in 1983, this thing happened and
it really changed what I did, and then in 1985,
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this thing happened and it really changed what I
did, it's a more gradual process.
I also truly
believe that every training I do, I learn
something new that changes me how I do things.
It would probably would be a good exercise for all
of us in this field to process after every session
we do.
To actually take an hour to sit down,
preferably with someone you've worked with and ask
what we learned from doing this.
How might we do
something differently as a result of what happened
to us today?
But I'm not very good about that.
Later in the interview, Bob remembered a change in the
way he responds to the emotionality of the work:
When I first started doing this work, I was
deathly afraid of having to deal with anger in the
group. I remember thinking, god, I hope no one
gets angry because I don't know what I'm going to
do with it.
Which is pretty silly when you think
about it because people need to be angry at times
about this stuff.
People need to be in their
feelings, not in their heads, with this kind of
work.
I was very careful not to push people too hard
because I was afraid they'd get angry.
I've come
a long way in terms of my understanding that it is
important for people.
I think emotion and anger
can be one of my best tools for creating learning.
I've certainly changed my practice in that way.
At times, if I think people are being too safe, I
intentionally provoke some feelings in the group,
some anger, by saying something outrageous to get
people to take me on or picking out someone in the
group who I think can take it and riding them a
little bit to try an evoke a response.
Gaining more experience in the field prompted some
practitioners to break through the confidence barrier as
evidenced in Kate's narrative:
I'm bolder now that I was; I do more.
I don't
second guess myself as much either. You gain more
confidence.
As you gain more experience with
anything, you gain more confidence in what your
doing.
You can draw on past experiences to help
you through those moments that are tight.
I am
being more thoughtful in the planned out areas in
thinking about where the students are and knowing
that they don't all come from the same place. As a
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young professional, you don't necessarily think
through all of those things.
Diane also changed internally by developing increased
confidence in her ability to synthesize students' replies:
I just feel as though my brain is firing on more
cylinders.
I'm able to take more in and use it,
instead of just agreeing when somebody makes a
comment, saying I understand, and then moving on.
I see my role as facilitator, the one who is able
to pick out the threads, continually pulling it
all together, and finally weave them together into
something that's going to make sense for people.
They know what they think.
They've heard each
other talk about this stuff.
What they haven't
had is the opportunity for somebody to make sense
of it all.
I know that I'm doing a better job
when I can make more sense of it.
I'm still not
there yet, but I'm working on it.
It's a lot of
work.
In sum, most practitioners recognized that their
practice had changed.

Yet, many found it difficult to

provide a concise description as to how their practice had
changed, other than citing internal changes such as greater
confidence and an increased capacity to manage students'
emotions and disagreements.

Aside from internal changes,

their narratives suggested that very little changed in the
implementation of their practice.

For example,

some

practitioners reported using more or less the same design
since they began their practice.

The Use of Metaphors
Metaphors are a way for practitioners to ascribe
meaning to their practice.
metaphors,
thought.

By inviting practitioners to use

it can generate a deeper level of reflective
Only half of the practitioners offered a metaphor
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which described the practice of race awareness education.
The other five practitioners were unable to think of a
metaphor; they stated that ascribing metaphors was not a
familiar thought process to make meaning of their work.
Some of the practitioners who offered metaphors seemed
uncertain or needed some time before responding to the task.
Kate's response was indicative of the difficulty in
accessing a metaphor:
You're sure you are going to make me do this.
I
don't know, it's probably like making a quilt and
getting all the pieces to fit, become one unit
that has a common purpose, but still maintaining
all of the uniqueness of each piece.
Or we can
talk about being on stage, in the chorus, and how
everybody's different qualities, especially in a
chorus, can be used to create one wonderful sound.
To learn how to do that together, come out with
that one voice.
Woven into Wayne's metaphor is an account of the
personal value he places on the practice:
I think it's maybe a metaphor of life.
If you can
really find out a way to deal with something
that's difficult and stacked against you and
fundamentally negative, then you can apply that
same thought to other life situations. In that
sense, it's very uplifting and positive.
It's
curious, a lot of people will look at this stuff
and say, oh man, how can you deal with that all
the time, it's negative and nasty and people don't
want to deal with it.
But it's very uplifting because if you can find a
way to work through that then you're saying
anything is possible.
You can do it.
So it's a
version of some fable or myth or quest.
I think
it takes a real optimist to be able to hang in
there in the face of difficulty and still come out
and be able to recognize the positive stuff.
I know a lot of people who get so stuck in the
method, so down and burnt out that when they do
have some success they can't pick it up.
It's a
hard thing to do but it's probably good training
for confronting any obstacle.
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Sharon's metaphor spoke to the notion of developing race
awareness as a progression in which growth spurts take place
if students are nurtured over time:
A metaphor, for me, is coming full circle,
continuous cycling and recycling.
I also
visualize it as a flower blooming that recycles
and goes back into the ground.
There is a real
evolutionary process that continues to happen.
There is a point where it's always real new.
Then
you get the bug, it grows, and you take that with
you.
Then there's a point where you really feel
like this is it, it can't get any better than
this.
That's the blossom.
Then it peters out a little bit and you feel like
you're not going anywhere.
But the blossom has
gone back into the soil and rejuvenated in other
ways and brings out something that is real new and
real different.
The rain and the sun and
everything else are all the colleagues or students
that continue to share, add different things, and
work towards a better way of being.
And to obtain
a stronger sense of self as well as each other.
Lynn vocalized two very powerful metaphors which
depicted the convoluted ideologies Whites have to get rid of
in order to work against racism:
The two that come to my mind most, come out of my
work with the white groups, one has to do with the
idea of building community.
In one of our white
groups there is a metaphor of a white house, so to
speak, who is inside and who is outside, and who
doesn't want to go into what rooms in the white
house to see what's there.
It's a very distorted,
scary, screwed up house but I realize you have to
have a vision.
Just like with any dysfunctional
family, if people don't talk about what goes on
inside the house, they can't form some coalitions
that can probably start to change the family.
The more disturbing one to me, which I'm having
trouble remembering all of, which probably says
something about how disturbing it was, actually
came to me at the end of doing a group.
It
sometimes feels like racism is this huge inferno?
just an incredible blaze that White people have
created.
I see barb wire around this fire and the
people of color are inside the barb wire, near the
fire and many of them have been consumed by the
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fire.
The White people are outside of the barb
wire and some of them live idyllic lives, riding
their lawn mowers out in the suburbs.
To me, this is a metaphor for White racial
identity development.
Some have realized that
something's going on over there; they have peered
over this fence and really know what's happening
and need to find other White people to tear down
the fence and put out the fire.
So that's what it
feels like.
It is a metaphor about doing
something that is actually very true.
I think in
almost everything I do I feel like I am trying to
move myself and other people closer to that
inferno by first of all creating the stability to
remember that it's there.
Then we can start to
dismantle the fence and put out the fire.
Peter's metaphor defined race awareness education for
Whites as a process of escaping from the constraints that
come from keeping racism alive:
There's something about flying freely that seems
important.
It reminds me that some of the most
significant responses to the work that I do is
when White students understand how they have
limited themselves and have not taken risks.
It's
an incredible high.
Just last week, a person told
a story about purposely seeing things differently.
It's really about opening up, flying, and freedom.
It's like watching dancers dance who have
abandoned control all together.
In sum, practitioners were challenged by equating the
meaning of their practice with a metaphor.

As was

illustrated, practitioners are more apt to be focused on the
day-to-day practice rather than on reflection of the whole
practice.

Thus, the difficulty of this task was not

surprising, given that metaphorical thinking often requires
reflective thought.

In surveying the metaphors presented,

the practitioners' sentiments reaffirmed the labyrinthine
nature of race awareness education.
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Reactions to the Observations
Most practitioners expressed an interest in being
observed and acknowledged that it would be a new experience.
As the observations were getting underway, practitioners
spoke of feeling a little nervous or vulnerable about being
observed.

Practitioners took great care in conveying to the

participants that the purpose of the observation was to
observe them in their role as educator.
In reviewing fieldnotes, the researcher noted several
similar characteristics that occurred with each of the
observations.

First, practitioners relied heavily on

interactive and didactic modes of instruction.

Each program

included the use of structured exercises and small group
work which engaged participants in self-exploration.

In

addition to this affective work, practitioners worked to
effect cognitive growth by dispersing facts or theoretical
models throughout their programs.
Following the observations,

it appeared easier for

practitioners to engage in reflective thought given that
they were asked to reflect on a specific event.
critiquing their effort,

In

each practitioner admitted that

time was a factor insofar as they were unable to cover each
topic or as many topics with as much depth as they had
planned to in preparing their program.

In observing the

practitioners, there were numerous instances when they
seemed at ease disclosing personal stories and opening
themselves up to questions regarding their own experiences.
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In comparing the practitioners' descriptions of their
practice in the initial interview with what was observed,
there appeared to be a high degree of congruence betweenwhat
was reported and what was observed.

For example, one

practitioner who described himself as a trainer who "could
be confrontive or dramatic if the audience needed
prompting," staged several role plays that prompted much
debate.
During the follow-up interviews, practitioners
requested evaluative feedback from the researcher even
though that was not a part of the stated purpose of the
observation.

They were eager to learn whether their work

was similar or different to others who had been observed.
While they were conscious of being observed, they all stated
that what was observed was very typical of how they
conducted themselves as race awareness educators.
Summary

As practitioners sought to extract reflections about
their practice, they spoke of how infrequently found time or
occasion to engage in reflective thought. The process of
reflection seemed easier when practitioners were responding
to an exact event as opposed to talking about the practice
in the abstract or in its entirety.

Thus, the follow-up

interviews based on the researcher's observations served as
a good source of data.
The process of reflection allowed practitioners to
vocalize the meaning of their practice and also assisted
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them in knowing how to alter their practice to meet the
needs of today's students.

In addition, their reflections

aided practitioners in solidifying their next areas of
professional growth.

Several themes gleaned from this data

are listed below:
- Practitioners rely heavily on internal cues as a way
of evaluating both the implementation and impact of
their practice - trusting their own judgements as to
the effective of an intervention.
- Practitioners remain perplexed as to how to best
determine the effectiveness of their evaluation
methods;

in part, this is due to the "one shot" nature

of many of their interventions.
- Practitioners named two primary formidable
challenges; first, to overcome professional and
personal isolation in their practice and secondly,
to suspend the lack of institutional support for their
work.

These practitioners were often the only ones

engaged in race awareness efforts on their respective
campuses.
- In reflecting on the limitations of their practice,
practitioners cited the difficulty of moving students
beyond basic awareness to the action stage due to
logistical and time constraints.
- Engaging in reflective thought is somewhat uncommon
to practitioners as so much of their energy and time is
directed towards the day-to-day practice.
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Thus, many

practitioners found it difficult to describe the
meaning of their practice using a metaphor.
- When metaphors were shared, practitioners ascribed
the meaning of their practice as race awareness
educators to that of getting White students to fully
recognize their role in perpetuating racism so they
could be uncompromisingly free to tear down the walls
of racism.

Conclusions

In reviewing the profiles of the practitioners in this
study,

it became evident that the construction of their

practice was influenced by the interconnectedness of three
major components:

1) the profile of the practitioner?

2)

what constitutes their practice? and 3) how they reflect on
their practice.

Each component interacts with the others in

defining the actual form practice takes as well as the
changes that transpire as each component shifts (see Figure
5.1).
Numerous illustrations exist as to how each of the
factors shown in this diagram can interface with other
factors to guide or reshape the overall practice of White
student affairs practitioners engaged in race awareness
education.

As one example,

if practitioners reflections

indicated a hesitancy in responding to students' emotional
responses, then several changes might occur.

A shift in

practitioners pedagogical approach could encompass more
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PRACTITIONER

Figure 4.1. Factors Guiding the Practice of White Student
Affairs Practitioners Engaged in Race Awareness Education
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work at the affective level.

Practitioners might rethink

their assumptions about today's students,

altering their

original perception of students as emotionally sophisticated
in this area.

In addition, practitioners could be inspired

to examine their own ability to manage emotions which might
result in transforming their own racial identity.
Undoubtedly, the profiles of the ten practitioners in
this study substantiate that the practice of race awareness
education is an integral part of their life's work.

Their

commitment to this work comes from within, often emerging
from a deep-seated passion and moral conviction to fight for
racial justice.

To a great degree, practitioners are self-

taught race awareness educators who acquire a vast amount of
their knowledge and skills from the practice itself.
Conducting their practice via a student affairs professional
position has afforded them maximum latitude on one hand and
minimum recognition on the other.
Practitioners' definitions of what constitutes practice
underscored the fact that they are always searching for new
venues for their practice.

More recently, student affairs

practitioners have expanded their practice to include
mediation training,

freshman orientation, research projects,

and the classroom.

Practitioners employ a multiplicity of

pedagogical approaches which are determined by variables
such as their allegiance to a particular theory? whether the
composition of the group is homogeneous or heterogeneous?
and ease in balancing cognitive and affective learning
domains.
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In providing race awareness education,

practitioners

heralded the use of personal stories and experiences as a
technique for getting students to engage in self-disclosure
and self-examination of the dynamics of racism in their own
lives.

In order to be effective,

practitioners discovered

that the practice had to contain a certain amount of
artistry in it's delivery and design.

Their artistry was

expressed by adopting creative problem-solving or
performance skills.
In attempting to determine viable methods for
evaluation,

practitioners struggled with how to evaluate

both the implementation and the impact of their practice.
Their primary method of assessment was to rely on selfevaluation,

trusting their own internal cues of how an

intervention went based partially on visible evidence of
change in students'

attitudes and behaviors.

Most practitioners felt that their practice had changed
very little over time.
changes were internal?

They reported that most of the
specifically in terms of developing

greater ease in facilitating race awareness education as a
result of increased practice.

Some practitioners noted

changes in the degree of emphasis they assigned to cognitive
or affective learning objectives.
The process of immersing themselves in reflective
thought regarding this aspect of their work was not a common
occurrence for these practitioners.

Many of them longed for

additional planned opportunities to reflect critically on
their practice.

When practitioners became reflective,
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they

ascertained new information about the next challenges they
needed to master in order to advance their practice.
In sum,

for these practitioners,

the process of

defining and reflecting on their practice in order to secure
a comprehensive understanding of all of the complexities
associated with effecting purposeful change in the racial
attitudes and beliefs of today's students produced as many
questions as answers.

The most central questions raised by

these student affairs practitioners focused on:

1)

acquiring

the necessary competencies to achieve a sense of
professional maturity?

2)

knowing how to work with and

appropriately apply a wide range of pedagogical approaches;
and 3)

determining how to incorporate reflective thinking as

a pivotal part of their practice.
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CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS

Introduction

This study has confirmed that teaching about race and
racial attitudes is a complex, multidimensional issue. One
of the unintentional findings is that White student affairs
practitioners are more cognitively and affectively
challenged than one might assume in their role as "experts"
in race awareness education.

This study examined how

ten White student affairs practitioners work within the
field of race awareness education.

The emergent themes

suggest a number of critical issues that have broad
implications for the student affairs profession and current
race-based educational practice and theory.
The purposes of this chapter are to:

1) present the

conclusions that flow from the findings of this study,

2)

discuss the conclusions in relationship to the literature on
race awareness education and reflective thought,

3) consider

the implications for professional practice for student
affairs practitioners within the field of race awareness
education,

4) weigh the limitations of this investigation in

order to provide perspective to the conclusions, and 5)
suggest recommendations for further research.
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Implications for the Practitioner

The stories told by these practitioners left the
lasting impression that in order to sustain their work, they
must have very broad shoulders and an uncanny sense of
determination.

Story after story provided testimony of the

marginalization of the student affairs profession in an
academic setting.

At the same time, practitioners were

keenly aware of the expectancy that they would take the lead
in raising the level of students' racial consciousness.
Embedded in their stories, practitioners implied that
the ability to advance their practice would be hampered
without increased institutional support,
involvement,

and curricular integration.

faculty
Even though

practitioners valued the autonomy they were granted, most
desired to have the work built into their performance
expectations and evaluation.
The Preparation of Practitioners:

The student affairs

profession must be more intentional about its' efforts to
extend the current existing skills and expertise of many of
its practitioners (Huges,

1987).

In order for student

affairs professionals to develop the necessary knowledge and
skills, they need the intense learning experiences and time
that is provided by a graduate preparation program.

These

efforts would invariably increase the numbers of White
student affairs practitioners who are prepared.
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professionally and personally,

to actively exert leadership

in this area.
The current literature contains models describing race
identity,

racial consciousness,

and racism training,

but

most graduate preparation programs have provided inadequate
education in this area.

Furthermore,

students may not be

called upon to demonstrate their knowledge of racial issues
or their skills in racism training,

thereby connecting

formal teaching/ learning with skill acquisition
Roper,

1994).

(McKwen &

The findings of this study supports these

contentions.
Standards for adequately preparing student affairs
practitioners to assume their role as race awareness
educators must address the need for acquisition of three
bodies of knowledge and skills.

First,

curricular

requirements must include sufficient content knowledge about
race and racism,

particularly critical historical knowledge.

These teachings must include affective learning that allows
students to explore their existence and experiences as a
racial being.
Next,

emerging professionals who are considering

working in front line positions as developmental educators
need to have structured opportunities to apply this
knowledge.

A standard part of any curriculum needs to be

include an application component,

similar in format to a

"training for trainers” seminar.

Standards have to be set
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that include students being able to design programs
sensitive to race or teach others about race.
Finally,

curricular initiatives needs to teach the art

of reflective practice.

Emerging professionals need to be

introduced to fundamental concepts associated with the
development of reflective
King and Kitchner
reflective

(1994)

judgement and critical thinking.
advocate that by understanding the

judgement model,

educators are encouraged to

think differently about their interactions with students and
are more capable of assisting students in trying to
understand what they are afraid to learn about.
The intent here is not to suggest that these learning
objectives occur in a linear fashion,
of one another.

completely independent

Acguisition of knowledge and skills should

be a fluid process in which knowledge,

practice,

and

reflection are fully integrated.
Experiences Beyond Preparation:

All too often

practitioners have difficulty staying abreast of new ideas,
theories,

and applications of practice once in the field.

In addition,

they lack structured ways of receiving feedback

and refining their ideas through further encounters with
compatriots once they are in the field.
Two common strategies come to mind to ensure
increased professional growth and self-renewal of
practitioners;

one is establishing mentor relationships and

the other is support for ongoing,
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regularized professional

development.

Practitioners' own accounts highlight the

importance of obtaining a role model/coach and assuming this
role for new professionals when they feel ready.

Serving as

a mentor must be recognized as a valuable contribution by
all parties involved.
Professional development opportunities consisting of
intensive seminars focused solely on the delivery and
evaluation of race awareness education must be initiated and
supported.

The format should allow ample time for

practitioners to practice their approaches and techniques,
receive feedback and reflect on critical issues.
Unlike their faculty counterparts, student affairs
practitioners typically do not have access to release time,
grants, or stipends to develop new programs or to support
their research efforts.

Institutions and funding

organizations need to consider extending these opportunities
for renewal and advancement to a wider audience,
particularly in light of the burnout and stress associated
with student affairs positions (Scott,
Building a support base:

1992).

Student affairs practitioners

should cultivate "kindred spirits" within their own area and
with other constituencies on campus.

Within their own

sphere of influence, practitioners should command support
from their immediate colleagues and aggressively seek out
similar forms of support from other campus constituency
groups.

Whenever possible they should form information-
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sharing networks with personnel at other higher education
institutions trying to improve the racial climate.
Practitioners must be prepared for the difficulty of this
task.

As an example, most participants in this study asked

if they could have the names of other participants because
they knew of no one else engaged in this work.
Collaboration: Collaboration is an ideal that is touted
in higher education but few partnerships exist linking
student affairs and academic affairs to specific race
education initiatives (Roper and Sedlacek,

1991).

Student

affairs administrators need to nurture collaborations with
their academic counterparts that lead to opportunities such
as team teaching academic courses or co-facilitating race
awareness programs.

Working in Predonimantly White Environments
Given that the majority of settings consist of mostly
White faculty instructing mostly White students who will
work in predominantly White students efforts regarding
White-on-White work needs further exploration.

As stated

earlier, efforts to prepare professionals often focus on
learning about "the other”

(Bowser & Hunt,

1981).

In terms of faculty, student Affairs preparation
programs should conduct an assessment of the faculty's
preparedness to infuse the curriculm with course modules
devoted to a careful study of race and race awareness
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education from their own perspectives.

For White faculty,

this assessment needs to explore degrees to which they have
a sufficient command of essential content areas and
comfortablity with understanding their own process of White
identity development.
The role of faculty development programs on the topics
of white identity, racial dynamics in the classroom, and
learning processes associated with achieving racial
understanding need to be institituted.
development programs must be twofold:

The goal of faculty
1) to increase fculty

awareenss of their own assumptions and values regarding
issues of racism and 2) to equip faculty with additional
tools and resources for meeting the educational needs of
their students.
seminars,

For example,

faculty could engage in

luncheon series, and symposiums on differing

pedagogical approaches to teaching about White identity and
the challenges associated with working with homogeneous
groups.
When the subject matter is race relations, Whites
cannot avoid taking account of their own racial identity and
seeing the study of racial-group identity as a critical
aspect of human development.

Suffice to say. White faculty

and students have to refrain from making the assumption that
Whites cannot learn about issues race in all White
environments.
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Implications for Practice

Research has shown that race awareness initiatives have
lacked firmly agreed upon purposes and reliable criteria for
evaluation.

The practice has also been hampered by

unrefined pedagogical approaches and the limitations
resulting from treating race awareness education as an
autonomous area of study.

Finally, the teaching modality

has not adequately blended experiential learning with
content knowledge stemming from race-based theories. The
implications of each of these observations are discussed
below along with some suggested remedies for strengthening
the guiding principles which inform the practice.
Purpose:

Research has shown that concise purposes,

stating what the intended outcomes are, have not been firmly
established for race awareness education.
outcomes are not easily quantifiable,

Even though

it is important that

they be translated at every stage into short term goals that
are easily identified and understood by practitioners and
participants alike.
Practitioners in this study talked about their
reluctance to continue to do this work if it feels slipshot, hurried and without some assurances that the work is
developmentally appropriate for today's college students.
The process of identifying intended outcomes must include
developing a base line of minimal conditions that have to be
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present in order for practitioners to achieve the intended
outcomes.

Practitioners have to re-examine their practice

by asking if there current modus operandi adheres to these
conditions.
Pedagogical approach:

There are contrary views

regarding pedagogy with some arguing that if the behavior is
changed, the beliefs will also change.

Others assert that

the values and attitudes have to be changed so that behavior
will follow (Pettigrew,

1991).

Teaching for both goals

interactively is also tenable provided that cognitive,
affective and behavioral dimensions are taken into account.
Thus far, race awareness curriculum has concentrated on
the cognitive and affective dimensions, often neglecting the
behavioral dimension.

The current decade offers fewer

examples to draw from in this regard? with little recent
institutional change,

limited behavioral change has occurred

to further attitude change (Pettigrew,

1991).

In this

study, practitioners openly acknowledged the need to
incorporate teaching and learning activities that foster the
development of decision making skills and social action.
The objectives of awareness education cannot stop short
of implementing an action component which forces students to
develop criteria for what is rationally justifiable,
acceptable behavior in our society.

This component of the

curriculum must use tools such as employing case studies or
requiring actual community involvement in varied service
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projects or initiatives so that students are compelled to
problem solve, take a stand,
judgement about their action.

and engage in reflective
The old adage "action speaks

louder than words" has direct bearing on students' ability
to construct a framework which not only identifies the
complexity of decisions involved, but also clarifies the
decisions which have to be made.
Autonomous Approach;

To date, the vast majority of

pedagogical approaches continue to treat race awareness as
an independent, distinct learning enterprise.

As a result

of this autonomous approach, many researchers, educators,
and theorists have treated such variables as gender, class,
and race independently rather than interactively and
comprehensively.
While some practitioners cited the use of models and
theories that reflect the interconnectedness and parallels
between various forms of oppression, others have confined
their focus exclusively to racism.

Researchers have

suggested that such narrowing of focus restricts the breadth
of understanding that students can achieve by examining the
full range of social group differences of which race is a
particular instance (Litwin,
Therefore,

1985? Rothenberg,

1988).

a delicate balance has to be struck to ensure

that the topic of race doesn't become subsumed by the
multicultural agenda or become an isolated topic of study

192

not placed within the context of other social manifestations
of oppression.
Another example of how race awareness education has
remained autonomous in its approach is by failing to connect
with curriculum in fields such as human rights, world
studies, global education, environmental education, and
community service.

In some ways,

integrating race education

with these other disciplines would make the issues,
concepts, materials and objectives more palatable to the
educational establishment and to the students who have
varying degrees of resistance.

In addition, the voices of

those in opposition to race education or multicultural
education would be quieted.
In the same vein,

student affairs practitioners and the

higher education community in general can perpetuate a
myopic view of race awareness education by not looking
beyond the confines of the ivory tower.

For example,

student affairs professionals could examine the practices of
community organizers/activists, church leaders, and non¬
profit social service agencies working with adolescents to
glean insights from their approaches to race education.
Equally as important,

student affairs professionals could

benefit by becoming less provincial and extending their
examination of strategies to include those at colleges and
universities in other countries focused on teaching about
issues of race and racism.
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Explicit,

results-oriented impact: Race awareness

education has been weak on both empirical and conceptual
research.

In most cases,

educational efforts have not been

systematically evaluated and have been neglectful of the
work of those seeking to achieve similar objectives
elsewhere.

As a result of the isolated and discontinuous

style which has typified the field, efforts have consisted
of short-term, simplified,

and spasmodic attempts at

tackling the full range of pedagogical considerations.
As stated earlier, the development of deliberate,
systematic learning outcomes and an institutional ethos that
supports these outcomes will provide a road map for
establishing criteria for determining the appropriate
content and form at the design and implementation stages.
Once purposes are clearly delineated,

standards for

assessing successful implementation will be relatively
straight-forward.
Evaluating the lasting impact of these educational
efforts remains more illusive for several reasons.

First,

with respect to racial stereotyping questionnaires and other
self-reported measures, evidence exists that respondents
often systemically alter their answers to appear more
egalitarian than they actually are.

Second, survey methods

generally exaggerate racial tolerance because the blatant,
direct forms of racism have been replaced by more subtle,
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indirect forms that are more difficult to detect.
Gaertner,

(Dovidio &

1991).

Third, the most frequently employed method of measuring
impact has been the use of attitude scales that measure the
existence of individuals' racial bias rather than their
responses to racial bias.

Finally, studying student

populations is very difficult given the transient nature of
the involvement between educator and student.
Conventional methods of assessing racial attitudes are
not sufficiently sensitive or elaborate enough to measure
whether lasting changes at the cognitive, attitudinal, and
behavioral level have resulted from the actual educational
experience.

Respondents often have sufficient savvy to

detect desirable responses.

Rather than focusing on

detecting racial bias, the existence of both unavoidable
racial bias and the desire to be egalitarian should be seen
as predisposed conditions that exist in all human beings in
this society.
Thus,

evaluation of the impact of educational

interventions must move beyond a simplistic surveying of
racial attitudes to an assessment that measures the
interaction between racial attitudes and behaviors.
Measuring behavioral changes has some of the same
limitations as measuring attitudinal changes.

However,

measuring behavioral changes lends itself more readily to an
examination of a person's responses to specific, situational
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contexts either by employing case study responses or
observing real life experiences.
Students can also demonstrate their understanding of
cognitive and affective knowledge by being expected to
formulate explicit, results-oriented behavioral outcomes
Evaluation of the impact of race awareness initiatives must
include follow up studies to see if students can provide
tangible evidence that they have enacted changes.
Integrating experiential and theory-based knowledge:
The practice of race awareenss education needs to break down
the dichotomy that exists between these two separate and
distinct ways of transmitting knowledge.

The existing

techniques informing the basis of practice, such as direct
learning, cooperative group work,

simulations, and lectures

should form a holistic approach, comprehensive in scope and
sequence.

Implications for Theory

A critique of past theories points to some of the
limitations in the ways the issues of race and racism are
conceptualized and framed by theorists and practitioners
alike.

A list of some of the limitations includes the

following:
- Theories often fail to fully incorporate critical
historical knowledge about racism.
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There is widespread belief that racism no lonqer
exists.
- Racism is largely defined as a Black/White issue,
which White supremacy is the core standard.

in

- Racism is viewed as an individual rather than a
systemic problem.
- Focus has been on the "victims", resulting in
designing interventions for students of color and
ignoring interventions needed for Whites.
- A "missionary mentality" informs the White
perspective of "the problem".
- Theories need to take into account where individuals
are developmentally.
- The cognitive versus affective understanding of the
issues have not been flushed out in the theories.
- Numerous theories describe the process of achieving
a "liberated" racial identity without providing a
a full description of the cognitive, affective and
behavioral indicators that coincide with this
stage.
In essence,

this critique provides theorists with a set

of guiding principles that suggest what they should guard
against in the construction of theory as well as some
possibilities for further theory-building.

Some of these

possibilities regarding expanding on current theory will be
discussed below.
Further integration of the range of developmental
theories:

College students differ in their general levels of

development regarding various dimensions such as identity
formation

(Chickering,

1969),

development

(Kohlberg 1984),

development

(Perry,

1970)

cognitive and moral
ethical and psychosocial

and a host of other dimensions
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including racial and ethnic awareness (Hardiman,
Helms,

1990).

1979,

To date, an overlay of traditional student

development theories and racial identity theories has not
been undertaken.
Theories needs to be modified and adapted to fit our
particular students and used in combination with one another
in order to obtain a more complex and adequate view of our
students.

For example, there are probably some powerful

intersections that could come from looking at Kohlberg's
moral stages of development in light of the developmental
issues raised in achieving a positive racial identity.
Similarly, Chickering's thesis of students' struggle to
achieve autonomy may add texture to understanding Hardiman's
stage of passive acceptance.
Delineating cognitive,
indicators of development:

affective and behavioral

Most theories and models tend to

favor one or two levels of knowledge and skill acquisition
in the quest to increase a person's racial consciousness.
Theories that construct a framework for developing racial
consciousness based on the assumption that knowledge and
skill acquisition occurs through a synthesis of cognitive,
affective and behavioral changes will provide a clearer
pedagogical framework for practitioners to follow.
A "liberated” racial identity: A call for examples of
action and reflection:

Description of what comprises the

latter stages of achieving and maintaining a healthy,
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liberated racial identity need to be expanded upon with
specific examples of how individuals internalize their
changes through action and reflection.

Students commonly

ask how they will know when they get there and/or who are
today's role models.

Theories that forecast or cite

specific contextual examples of what makes up this "ideal"
will give both practitioners and students a bench mark for
measuring their own progress and a keener sense of the
principles and behaviors they are striving to emulate.

Delimitations of the Study

This study was confined to White student affairs
practitioners who are actively engaged in race awareness
education with traditional-age students within higher
education settings and have done so for at least five years.
Given this focus, this study cannot be generalized to other
populations by race, profession, or work setting.
The duration of the study was restricted to a short
period of time.

Although all of the participants in this

study had clearly begun the process of acquiring reflective
practice capabilities, none had fully engaged in this
process by the end of the interview period.

The researcher

contends that if this study had included additional
interviews and observations over an extended period of time,
there is a greater likelihood that the practitioners would
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have more readily accessed reflective thought.

Data

collection could have also been supplemented by having the
participants keep track of their reflections through journal
writing or some form of written record.

Implications for Further Research

This study suggests a number of additional studies that
could build on the body of knowledge culled from these
findings.

First, this study needs to be replicated as a

longitudinal study to gain a greater sense of how one's
practice evolves over a prolonged period of time.

For

example, newer practitioners could be studied at the onset
of their practice and several times during the duration of
their practice.

This type of study would yield more

substantive data on how the practitioner and the practice
changed over time.
Several comparative studies need to be done to expand
the breadth of knowledge known about the practice of race
awareness education.

One obvious comparative study would be

to contrast the experiences of White student affairs
practitioners with those of people of color in the field.
Katz

(1978) alludes to the fact that the process involved in

the delivery of race awareness education differs depending
on the race of the educator.

Ideally, one form of such a

study could focus on interracial teams who worked together
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to equate how each one perceived their role with how their
role was perceived by the other member of the team.
Another useful comparative study would be to liken the
practitioners' descriptions and reflections to those of
student participants to see the level of congruence.

The

methodology for such a study could employ the use of focus
groups as a technique to assess campus racism and strategies
for effecting change (Russell,

1991).

Such a study would be

helpful to professionals who are often without ways of
obtaining direct feedback about the impact interventions
have on the recipients.
Research to date implies that there is a wide gap of
understanding between academic affairs and student affairs
in regards to what constitutes each others' practice. To
this end, a wider range of experiences could be gathered by
contrasting the practices of the faculty alongside the
practices of student affairs practitioners.

Both groups

could ascertain their commonalities and differences.
Furthermore,

a study such as this could prove fruitful in

identifying ways to integrate the work being done by faculty
and student affairs practitioners.
Finally,

further research is needed to understand how

the work being done by student affairs practitioners fits
into the overall mission of the institution.

Research has

shown that there is a danger to studying the work of student
affairs practitioners in a vacuum.
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A study should be

undertaken that explores the ability of institutions to
enact comprehensive,

institution-wide efforts to make

diversity education part of the campus ethos.

This study

could include an assessment of whether the student affairs
division was an integral component to such efforts by
receiving the resources and support necessary to make a
tangible difference in the lives of its' students.

Summary

There are no perfect models for executing a
comprehensive race awareness program on college campuses
that meets all the optimal conditions for learning, but
there are success stories.

The experiences of these White

student affairs practitioners are instructive; their
accomplishments inspiring.

The contributions of student

affairs practitioners must be seen as an integral part of
any comprehensive study that attempts to categorize or
understand the current meanings attached to race awareness
education on college campuses.
Student affairs practitioners striving to advance the
field of race awareness education must engage in practice
that is purposeful,

flows freely from theory to practice to

theory, and is compatible with the context and skills they
themselves possess.
cognitive, affective,

Pedagogical approaches must consist of
and behavioral objectives that form
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the basis for evaluating the effectiveness of both the
implementation and impact of their initiatives.
Woven into the practice, practitioners must develop
routinized structures that will foster reflective thought as
a valued and neccessary component of their work.
Practitioners must then transmit this knowledge to other
practitioners in the form of publications, presentations,
and the curriculation of new teaching materials.
Finally,

student affairs practitioners should work to

ensure that their efforts permeate all other facets of
institution, particularly related to what occurring in the
classroom and in the distribution of resources.
If historians and educators look at this document years
from now, the researcher hopes that they will find it a
curious dated reminder of how higher education has changed
and the amount of progress that has been made in
conceptualizing the issues and designing strategies for
that prepares students to live in society that reflects the
richness of its diversity and the potential of all of its
citizens.

APPENDIX A
SAMPLE LETTER SEEKING INITIAL CONTACTS

DATE

Dear

Hope all is going well for you;

I'm at the stage of my

doctoral work in which I'm trying to identify possible
participants for my study.

I'm writing to ask for your

assistance in identifying possible participants.

I would

prefer names of possible participants who are located in the
East but I'm willing to explore participants from anywhere
in the United States.
In terms of the criteria for participants,

I've

enclosed a sample of the letter I send to perspective
participants.

This letter attempts to define the selection

criteria as to who fits the necessary participant profile.
The participants self-determine whether or not they fit the
criteria.
After you review the letter,

if any possible names of

white student affairs practitioners engaged in race
awareness education come to mind I'd appreciate hearing from
you.

You may want to get in touch with them first to ask

them if they're comfortable with you furnishing me their
name and address.

If they agree, then I will send them a

letter of inquiry.
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I'll call you in the next week or so to see if any
referrals have come to mind.
with this process.

Thanks for your assistance

I look forward to securing my

participants and beginning to collect the data.
you informed as to my progress.

Best wishes,

Donna M. Bourassa
45 Dennis Drive
Amherst, MA 01002
(413) 253-3959
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I'll keep

APPENDIX B
SAMPLE LETTER TO PARTICIPATE IN PHASE ONE

DATE

Dear

I am a doctoral student in the Social Justice Education
Program,

School of Education, University of Massachusetts-

Amherst currently working on my dissertation titled,
"Profiles in Practice: The Reflections of White Student
Affairs Practitioners Engaged in the Practice of Race
Awareness Education•" I've worked as a student affairs
practitioner for the past 16 years at various colleges and
universities.

A colleague, _,

gave me your

name as a person who might agree to participate in my study.
The purpose of this qualitative study is to explore how
white student affairs practitioners, who actively engage in
the process of serving as anti-racism educators, describe
their practice.

The knowledge and insights of student

affairs practitioners who are actively engaged in the
practice is sorely absent from the literature.

This

research study will generate information which will assist
in making the practice of race awareness education more
explicit by giving voice to the implicit knowledge
practitioners intuitively use to guide their efforts.
In terms of selection criteria, participants will be
expected to "fit" the following criteria:
206

1)

"Mature" practitioner - A minimum of five years of

full time professional experience working as a student
affairs practitioner actively engaged in the role of
educator on issues of race and racism.
2)

"Active" involvement in the practice - As a

practitioner, you routinely provide race awareness
education programs.

In other words, your level of

involvement exceeds one or two programs in an academic
year.

You view yourself as possessing a high degree of

familiarity and comfort with addressing issues of
race and racism.
3) College students as a primary audience - Although
practitioners may work with varied populations,
participants in this study must identify traditionalaged, white college students as one of the primary
audiences.

The student populations do not necessarily

have to be all White? however, they must comprise at
least half or a numerical majority.
If you have any questions regarding these criteria, we
can discuss them when we talk to determine your interest in
participating in this study.
participate,

Should you agree to

I would interview you for approximately one and

one-half hours on your campus or over the phone and request
a copy of your current resume.
interview,

Following the audio-recorded

I will share a copy of the full transcript with

you and invite follow-up comments.

Your participation will

be confidential and all discussion and analysis of the
interview will be presented in a manner to ensure anonymity.
207

A second phase of this study will consist of creating
in-depth profiles of three or four participants from the
original group of ten.
collected by:

Profiles will be created from data

1) observing participants while they are

engaged in the practice i.e. one workshop, one seminar, etc.
2)

follow-up interviews approximately one and one-half hours

long.

Determination of participants for phase two will come

after analysis of data collected in the first phase and in
consultation with participants.
Presently,

I'm inviting you to participate in the first

phase of my research. As stated earlier,

I will contact you

within a week to ten days to discuss your interest in
greater detail.

If you prefer to contact me directly,

please feel free to contact me at (413)
early evening.

253-3959 day or

I genuinely appreciate your consideration of

this request and look forward to talking with you soon.

Sincerely,

Donna M.Bourassa
Doctoral Candidate
University of Massachusetts-Amherst
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APPENDIX C
CONSENT FORM FOR PHASE ONE

1/_

. agree to participate in

a research study on the reflections of white student affairs
practitioners engaged in the practice of providing race
awareness education for college students.

I understand and

agree to participate in a taped-recorded interview of up to
one and a half hours either in a location I designate or
over the telephone.

In addition,

I agree to provide the

researcher with a copy of my current resume or similar
facsimile.
I'm free to participate or not participate in this
study without prejudice.

I understand I have the right to

withdraw from part or all of this study at any time.

Also,

I understand that a transcript of the interview will be
shared with me for my review, clarification and comment.
I'm aware that the content and analysis of the
interview will be used as part of the researchers'
dissertation.

If the researcher wants to use the data from

my interview for anything other than this stated purpose,

I

would be contacted for additional consent.
The interview,
confidential.

and transcript will be

In all written materials my identity, the

identity of others,
protected.

audio tape,

and the name of my work place will be

Transcripts will be typed with initials for all

proper names.
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While the researcher will do all she can to protect my
identity,

I understand that there is some risk regarding

protection of my identity.

Specifically,

the colleague(s)

who recommended me for the study may be able to identify me
as a participant in this study.

Participant's Signature:_
Researcher's

Date _

Signature:_ Date _
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APPENDIX D
INTERVIEW GUIDE

Part I - Background questions:
1)

Describe the typical setting in which you facilitate race

awareness education

(typical audiences,

type of program,

etc.).
2)

What do you do - describe a typical program or

educational
3)

intervention?

Describe your process of becoming involved in race

awareness education in terms of formal and/or informal
preparation.

Part II - Describing the Practice of Race Awareness
Education:
4)

What are your assumptions about educating white students

about issues of race/racism?

What are your assumptions

about working with students of color on issues of race and
racism?
5)

What,

if any,

theoretical underpinnings inform your

practice?
6)

What has been the most formidable challenge for you in

engaging in race awareness efforts?
when you faced such a challenge?
reflecting on this situation,
response? If so,
7)

Can you describe a time

How did you respond?

In

would you change your

why?

Can you identify critical

change your practice

incidents that have led you to

(mentors,

new knowledge,
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etc.)?

8)

What's unique about engaging in this practice as a

student affairs practitioner on a particular campus?

Part III - Reflecting on the Practice:
9)

Most salient Insights

Think of a time when you encountered a new situation -

some challenge you had not encountered before in working
with college students.
situation?

How did you think through this

How did you acquire this way of thinking?

What did you learn from this situation?
10)

How do you evaluate your practice?

What bench marks do

you use to indicate success?
11)

Overall,

how would you say your practice has changed

over time?
12)

What do you wish were different about your practice?

13)

What metaphors come to mind when you think about

describing the practice of race awareness education?
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APPENDIX E
SAMPLE LETTER SENT WITH TRANSCRIPT

DATE

Dear

Let me begin by thanking you for your willingness to be
a participant in my dissertation study.
words about the enclosed transcript.
worse,

I'm doing my own transcribing.

Let me say a few

For better or for
As many of you know,

this is a very labor intensive task however I do feel 1
I get to know you

(the data)

like

rather intimately as a result

of this process.
However,

managing the actual

or when to break paragraphs,
unfinished sentences,

etc.

"logistics" such as where

punctuation,

how to represent

is very challenging.

I want to

share with you some important information about how I
transcribed the interviews.
First and foremost,

your transcript is virtually

"verbatim" with very little exception.
include minor deletions?

The exceptions

specifically I only deleted phrases

such as "um",

"ah",

"you know",

of the time.

Also,

unfinished sentences are often denoted

by a series of dots
Second,

"kind of" and "sort of" most

(....).

I often inserted notations about what was

taking place during the interview such as pauses or laughter

213

as a way to hold onto the "flow" of the interview and to
place what was being said in a broader context.

Finally,

I

numbered the lines to provide you and I with an easy
reference for locating information within the transcription.
In term of next steps, after you've had a chance to
read the transcript, we'll have a chance to discuss your
reactions.

I'll be setting up follow-up phone conversations

at a time convenient for you (potentially within the next
week or two as it fits with your own schedule).
In addition to our phone conversation, there are
several ways you can elect to clarify or expand on the
information presented in the transcript.

Options include:

1) writing notations, etc. on the actual transcript itself;
2) adding clarifying or additional information to the
transcript on the enclosed disk and mailing disk back

(I

realize this assumes computer compatibility - this file is
in Word Perfect 5.1.) or 3) waiting to share your feedback
and additions via our phone conversation (I have the
equipment needed to tape record from a phone).
I'll be in touch soon to schedule our follow-up phone
conversation (I anticipate that this conversation will run
approximately 30 minutes in length).

When I call.

I'll be

interested in talking with you about the possibility of your
participation in phase two of the data collection,
specifically being observed and then participating in a
follow-up interview approximately one to one and a half
hours in length.
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Much of this decision will be dependent on if and or
when you might have upcoming trainings, programs, etc.
scheduled.

Ideally,

I'd like to conduct phase two of the

data collection during Jan.

—Feb.

I look forward to

discussing with you the feasibility and/or interest you have
in being part of this phase of the study.
I hope you enjoy reading the transcript and find
personal benefit in reflecting further about your way of
making meaning of your practice.
continued assistance.

Warmly,

Donna M. Bourassa
45 Dennis Drive
Amherst, MA 01002-2913
(413) 253-3959
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Many thanks for your

APPENDIX F
CONSENT FORM FOR PHASE TWO

1/ _agree to participate in phase
two of a dissertation study on the reflections of white
student affairs practitioners on the practice of providing
college students with race awareness education education.

I

agree to participate in being observed during an event in
which I'm actively engaged in the practice of providing
education for undergraduate students.

A mutually convenient

time and location will be predetermined.
observation,

Prior to the

students will be informed that an observer will

be present during the event to observe my role as an
practitioner.

(See Observer Script Enclosed).

Following the observation,

I agree to participate in a

taped-recorded interview of up to one and a half hours in a
location mutually agreed upon.
I'm aware that the content and analysis of the
interview will be used as part of the researchers'
dissertation.

If the researcher wants to use the data from

my interview for anything other than this stated purpose,

I

would be contacted for additional consent.
The fieldnotes,
will be confidential.

interview,

audio tape, and transcript

In all written materials my identity,

the identity of others and the name of my work place will be
protected. Transcripts will be typed with initials for all
proper names.
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Consent Form for Phase Two

Participant's Signature:

Date

Researcher's

Date

Signature:
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APPENDIX G
SAMPLE OBSERVER SCRIPT

I want to announce that there will be an observer
present at this program today.

She is a doctoral student in

education at the University of Massachusetts at Amherst.
I have agreed to be a participant in her dissertation
study.

Therefore,

she is here to observe my actions.

She

will be silently observing this event and taking some notes.
She wanted me to inform you that your anonymity is assured.
She intends to fade in to the background and asks that you
disregard her presence and be yourselves during this
program.
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